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ABSTRACT 



This report focuses on secondary schools and a variety of 
youth projects in eight countries- -Denmark, Finland, Iceland, Ireland, Japan, 
Korea, Norway, United Kingdom- -so as to provide a better understanding of 
what motivates youth to learn. The text is based on reports prepared by 
experts appointed by each participating country, in addition to other 
materials. Part 1 provides a synthesis of the main issues and trends relating 
to student motivation for lifelong learning. It examines the nature of 
motivation, why motivation is so important to lifelong learning, and some 
policy dimensions and approaches to lifelong learning, and it concludes with 
a set of key policy considerations. This section emphasizes the need for 
governments, employers, and parents, as well as the schools, to inculcate in 
youth a lifelong desire to learn. A comparative analysis of findings from 
previous research is also provided. Part 2 consists of eight country chapters 
that contain background information on national policy approaches and 
includes descriptions of the innovative work being undertaken in the schools 
and youth projects. Each country chapter includes three case studies, a 
discussion of the main policy approaches in effect, the innovations and 
effectiveness surrounding the projects, and a commentary on the programs. 
(Contains 83 references.) (RJM) 
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Foreword 



This eight-country investigation into how students can be encouraged to 
become lifelong learners is the latest publication in the Wh at Works in Innovation in 
Education series produced by the OECD’s Centre for Educational Research and 
Innovation (CERI). 

Each year since 1993, CERI has carried out an empirically-based study of an 
important education issue and pointed to some of the most exciting innovations 
that are taking place in that field. Previous studies have examined such topics as 
school choice, career guidance, in-service training of teachers and ways of tackling 
social exclusion through adult learning. 

As with earlier studies, the intention this year is, not to produce a technical 
report or an exhaustive analysis of academic research in this area. The What Works 
in Innovation in Education studies are aimed at a broad OECD-wide audience that 
includes educational policy-makers, practitioners and parents. They also have a 
very tight time-schedule - country visits and the resulting reports are generally 
completed within five months. But the speed with which the operation is carried 
out ensures that the information and analysis provided are unusually up-to-date. 

This year’s report focuses on secondary schools and a variety of youth 
projects. It involved eight countries - Denmark, Finland, Iceland, Ireland, japan, 
Korea, Norway and the United Kingdom - and is based on: 

• Background reports prepared by experts appointed by each participating 
country. 

• Visits to the eight countries by the OCED Secretariat and/or consultants to 
the study. They carried out a detailed examination of 24 initiatives - three in 
each country - that had been identified as particularly effective at raising 
motivation levels. 

• Previous OECD reports and other research literature. 

Part I of this report provides a synthesis of the main issues and trends relating 
to student motivation for lifelong learning. It concludes with a set of key policy consider- 
ations. Part II consists of eight country chapters that contain background information 
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on national policy approaches as well as descriptions of the innovative work being 
undertaken in the schools and youth projects visited. 

Under the overall responsibility of the CERI Secretariat, David Budge of The 
Times Educational Supplement prepared the report. Within the Secretariat, the respon- 
sible official was Motoyo Kamiya, and she also contributed to the drafting. Two 
other officials, Peter Evans and David Istance, also made significant contributions 
to the report. 

The report is published on the responsibility of the Secretary-General. 
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Introduction 



An age-old conundrum - how to engage and maintain teenagers' interest in 
school “work" - continues to baffle and frustrate teachers around the world. 

Young children rarely lack curiosity, but as they enter the teenage years their 
appetite for learning often appears to shrink. Many eventually drop out before the 
end of compulsory schooling. Others continue to turn up for school but make the 
minimum effort. They are present in body, but not in mind. 

Such problems are generally associated with Western countries but even 
Japan and Korea, two of the most academically successful Pacific Rim nations, are 
not immune. More than 100 000 Japanese children now truant and only one-third 
of Korean teenagers are said to be satisfied with high school life. 

. These statistics would be worrying at any time, but as Chapter 1 of this report 
explains, they take on new significance in an era when one of the essential survival 
tools for individuals - and nations - is a willingness to learn and re-learn. 

The OECD first acknowledged the importance of lifelong learning to achieve a 
range of educational, social and economic objectives at least 20 years ago. More 
recently, a 1996 meeting of OECD education ministers reaffirmed the importance 
of “lifelong learning for all" and emphasised that this goal could only be achieved 
if firm foundations were laid in primary and secondary schools. 

Member governments have since been working towards this goal but the 
speed of change makes it imperative that lifelong learning remains at the top of 
national agendas. As this report reminds us, it is not simply a case of preparing 
young people for several changes of career. By 2010, many of today’s 18-year-olds 
will be doing jobs that do not even exist at present. 

So what can governments and education systems do to inculcate the “zest for 
learning" that young people will need if they are to thrive in 21st-century post- 
industrial societies? This was one of the key questions that we have set out to 
answer in this, the eighth of the Wfiat Worfcs in Innovation studies produced by the 
OECD’s Centre for Educational Research and Innovation. 
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We do not pretend to offer magic solutions, but during our visits to the eight 
countries that participated in this study we encountered many innovative 
schemes that appear to be developing the skills and attitudes necessary for life- 
long learning. The 24 initiatives that Member governments offered as examples of 
good practice are described in Part II. 

Part I begins with an explanation of why trends such as globalisation, trade lib- 
eralisation and ageing populations make lifelong learning so crucial. Chapter 1 
also illustrates why the responsibility for motivating children cannot be borne by 
schools alone. Governments, employers and parents must play their part. 

The importance of parents, and indeed national attitudes towards education, 
is underlined in Chapter 2 which provides a digest of some of the most significant 
research findings in this field. Motivation is a notoriously complex topic to 
research because a child’s attitude to learning can be affected by an almost infi- 
nite number and combination of psychological, physical, educational and social 
factors. Nevertheless, some of the researchers’ insights are extremely useful and 
deserve to be much more widely disseminated. 

Chapter 3 examines the policies that national and local government are adopt- 
ing in an attempt to raise young people’s motivation levels. Two important con- 
cepts - individuality and diversity - appear to be underpinning the actions of 
most countries. The first is associated with student-centred learning, the second 
with the growing range of educational pathways that are opening up, especially in 
countries where the traditional barriers between academic and vocational studies 
are being dismantled. 

In Chapter 4 we compare our findings with those of previous research and 
point to the key policy considerations that this study has highlighted. They 
include: 

• Assessment: Some children are stimulated by high-stakes exams; others are 
crippled by them. Should higher-education institutions and employers 
therefore be more prepared to accept other forms of accreditation? 

• Teachers: How can we motivate more teachers to embrace lifelong learning? 
Unless we do, there is little likelihood that their students will maintain their 
curiosity into adulthood. 

• More able students: While it is only proper that so many student-motivation 
programmes focus on the disadvantaged and disaffected there is a danger 
of neglecting the needs of students who may be more able but may not be 
equipped for lifelong learning. 

• Gender: In some countries more attention could be paid to the different 
motivation levels of boys and girls in specific subjects - for example, boys’ 
relative disinterest in languages and girls’ in maths and science. 
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It is generally accepted that countries must find their own solutions to such 
problems because national education systems are highly individualistic. That is 
undoubtedly true, but the most effective motivation strategies discussed in this 
book are likely to have trans-national appeal. Policy-makers and others who rec- 
ognise the importance of creating a new generation of lifelong-learners should 
therefore find much to interest them in the following chapters. 
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Part I 

SYNTHESIS OF THE MAIN ISSUES AND TRENDS 





Chapter 1 

Why Motivation for Lifelong Learning is so Important 



Harvard educationist Robert Kegan has used a motoring analogy to describe 
the fundamental change that many countries are experiencing at the beginning of 
the new millennium. Kegan believes that nations have in recent years been mov- 
ing from an "automatic" to a “stick-shift” culture. In an automatic car, drivers have 
little control over the changing of gears. Similarly, in a traditional “automatic" soci- 
ety, decisions about who to be and how to earn a living are largely pre-ordained. 
But in a “stick-shift" society, as in a manual car, the individual assumes greater 
responsibilities. In this new culture we become individual choosers who must be 
highly adaptable if we and the society we live in are to thrive (Kegan, 1994). 

This interpretation of the world does not take into account the many millions 
whose life choices are severely constrained by poverty. No less than 20 per cent of 
children in European Union countries and the United States are living in poor 
households. Nevertheless, Kegan’s thesis is insightful and it helps to explain why 
the issue addressed in this book - motivating children for lifelong learning - is of 
such significance to OECD countries. 

It can, of course, be argued that the motivation of students for lifelong learning 
has always been important. Certainly the ability to challenge the unmotivated is one 
of the hallmarks of a truly professional teacher. But even in the recent past, there 
was little talk of lifelong learning. There was merely a general hope that young peo- 
ple would maintain an interest in art, music, science and public affairs after leaving 
school. That remains as vital as it ever was, but today there are also other pressing 
reasons why all young people must come to recognise the incomparable value of 
lifelong learning. 



What is at stake? 

The OECD has acknowledged the importance of lifelong learning in achieving 
a range of educational, social and economic policy objectives since at least 1990, 
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and the supporting arguments - particularly the economic ones - are now well 
known. The gathering momentum of globalisation and trade liberalisation, the age- 
ing of populations and the changing nature of work all present an unprecedented 
challenge to the developed nations. It is increasingly evident that the distribution of 
employment opportunities is changing, with many unskilled jobs disappearing. And 
as people switch jobs more often - within OECD countries, it is estimated that 
roughly 18 per cent of workers have been in their present employment for less than 
a year - more frequent renewal of knowledge and skills is needed. 

This rationale has now been articulated so often that it has lost much of its 
scare value. A counter-argument against the "prevailing orthodoxy” has also 
emerged - that states and employers are using the rhetoric of lifelong learning pri- 
marily to make workers more flexible and employable while ignoring structural 
problems such as continuing high unemployment and the increasing proportion of 
poorly paid, routine and insecure jobs. 

One of the leading protagonists in this debate, Professor Frank Coffield of 
Newcastle University in England, has said: "In 1972, Edgar Faure, the former 
French prime minister (...) proposed 'lifelong learning as the master concept for 
educational policies in the years to come’. It has not happened; instead, flexibility 
has become the master concept in Western societies and Faure’s enlightened, 
democratic vision of lifelong learning has been largely and unfairly forgotten” 
(Coffield, 1999). 

OECD governments have, however, consistently seen the drive against educa- 
tional underachievement and failure - and the new emphasis on lifelong learning - 
as more than a means to an economic end. Some politicians undoubtedly believe 
that “education is the best economic policy we have” (Blair, 1998). Nevertheless, 
none of the eight countries involved in this study considers lifelong learning to be 
synonymous with occupational training and retraining. In general, they would agree 
that it embraces "individual and social development of all kinds and in all settings 
- formally in schools, vocational, tertiary and adult education institutions, and 
non-form ally, at home, at work and in the community” (OECD, 1996). 

But OECD countries are certainly aware of the costs of failing to become edu- 
cated, and staying educated. The fact is that educational failure and inflexibility 
has become punitive for the individual, in terms of unemployment or low earn- 
ings, a heavy burden for education systems, in terms of wasted resources, and 
harmful for society as a whole, in terms of reduced economic competitiveness and 
social cohesion (OECD, 1998a). As the OECD Council Meeting at Ministerial Level 
recognised in 1997: "High and persistent unemployment and low pay affecting sig- 
nificant sections of the working age population risk becoming threats to the social 
fabric unless they are addressed effectively and in good time." 
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Anyone who questions that analysis should consider the following points that 
help to explain why the "prevailing orthodoxy" has evolved: 

• Globalisation : In 1993 it was estimated that there were 37 000 multinationals 
and 170 000 affiliates. What does that mean for individual countries? David 
Blunkett, the Education Secretary for England and Wales, likes to answer 
that question by recalling a statement by the chief executive of an interna- 
tional bank that had branches in 68 countries. If one of the countries did not 
provide sufficiently skilled people, the bank would simply look elsewhere 
for its key staff, he said. Now that new information and communications 
technology enables companies to draw on expertise from all over the world 
that threat is becoming more substantial with each passing year. 

• Demography. The proportion of the OECD population aged 65 and over is 
expected to increase from 18.9 per cent in 1980 to 27.6 per cent in 2020. This 
shift will deliver the equivalent of a "demographic shock" - beginning 
around 2005 - to a large number of OECD countries, including Germany, 
Japan and, to a lesser extent, the United States (OECD, 1998 a). It is therefore 
vital that the reduced proportions of young people are as well educated and 
trained as possible. Otherwise the financial burdens may prove intolerable. 
Canada, for example, estimates that it will lose more than US$4 billion over 
the working lives of nearly 137 000 youths who dropped out of secondary 
schools instead of graduating with the class of 1989. 

But it is indeed the changing nature of work that now makes lifelong learning 
- that begins in schools rather than young adulthood - so imperative. In recent 
years it has been increasingly clear that OECD countries are becoming "learning 
economies” that are largely dependent on the creation and manipulation of 
knowledge information and ideas. By 2010 it is estimated that industrial workers 
may account for no more than 10-15 per cent of the total labour force in advanced 
OECD countries. It is, however, expected that there will be a strong, and poten- 
tially unsatisfied, demand for highly-skilled professional, technical, administrative 
and managerial staff (at least one of the countries involved in this study, Ireland, 
has already experienced acute skills shortages). 

Furthermore, technological progress and the demands of this new knowledge 
economy mean that qualifications are becoming obsolete more quickly than ever. 
Linear careers are disappearing and by 2010 many of today's 18-year-olds will be 
doing a job that has not yet been invented. Moreover, they will be using skills that 
do not currently exist. In other words, the challenges of today's stick-shift world 
require a level of knowledge and expertise that cannot be acquired without effort, 
even by the most able students (Claxton, 1999). 
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Motivation and drop-out 

In recent years OECD countries have been investing about US$1 trillion per 
annum in education - between 4.5 and 9 per cent of their GDP - and waves of 
education reform have washed around the globe. Curricula have been reformed, 
teacher training has been overhauled, evaluation and inspection services have 
been restructured, and many more university places have been provided. This 
has led to some significant progress. On average, children are now receiving one 
more year of education than they did in the mid- 1 980s and many more are obtaining 
university degrees. 

Nevertheless, there is still widespread dissatisfaction with educational out- 
comes and the general level of student motivation in many countries. Some 
nations, particularly in the West, feel they have slipped back - at least relative to 
other countries - and this view appears to have been confirmed by international 
surveys such as the Third International Mathematics and Science Study (OECD, 
19986; TIMMS, 1996 and 1997). It found that children in Far Eastern countries such 
as Japan, Korea and Singapore were significantly ahead of the children of most 
other nations - in maths and science at least. 

Japan and Korea are by no means complacent, however. Their children may be 
at the top of the world tables in two of the subject areas that are considered vital 
for economic success, but as this book will make clear, even they are concerned 
about the growing proportion of students who are truanting or dropping out of sec- 
ondary school. Japan acknowledges that it has more than 100 000 school truants 
and that an increasing number of students are truanting for more than 30 days a 
year. Korea has a relatively low drop-out rate but is concerned about delinquency 
and the fact that only a third of students are satisfied with high school life. 

It might seem that the new economic and occupational realities should pro- 
vide sufficient motivation for young people to work hard at school and go on to 
become lifelong learners. However, all too many children and young people are 
either unable or unwilling to make the required effort - for myriad reasons. It may 
be that the deferment of gratification, which some study entails, runs counter to 
contemporary values ( ‘I want it, and I want it now!"). Even the promise or expecta- 
tion of later employment will therefore not be enough (Elliott and Hufton, 1999). 
As has already been pointed out, poverty is another factor that can prevent some 
children from fulfilling their potential. Others may have acute family and personal 
problems or drug dependencies. But many are simply unmotivated by their 
school experience. 

Across the OECD, it is estimated that between 1 5 and 20 per cent of young 
people leave school without worthwhile qualifications. A slightly higher proportion 
(15 to 30 percent) are classed as at risk of failing in school (OECD, 1995). They are 
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consequently the ones least likely to secure well-paid and regular employment 
and provide a stable start in life for their own children. Surveys show that in coun- 
tries such as Ireland and the UK, unemployment is more than twice as high for 
young people with below upper secondary education as it is for their peers with 
upper secondary or university education (OECD, 1997). This is not a new phenom- 
enon, of course. Research has revealed that perhaps one-third of the adult popu- 
lation in OECD countries have acquired only minimum standards of literacy and 
numeracy, and many of them are unemployed. 

Such statistics offer some insight into the scale of the challenges that national 
governments and education systems face but they can never provide an accurate 
gauge of teenagers’ appetite for learning. A low drop-out rate does not necessarily 
signify that young people have a strong commitment to education that will 
develop into a passion for lifelong learning. It could, in fact, say more about the 
penalties for education failure within that society and the level of social control 
over the young. And a high drop-out rate, as in Iceland, may be partly attributable 
to the ready availability of jobs for teenagers, and the knowledge that secondary 
schooling can be completed at a later date. Unfortunately, no country yet has 
extensive data on the motivation levels of its children - although Finland should 
be able to produce such statistics relatively soon. 



What can be done to motivate teenagers and raise educational standards? 

International studies show that there is no single factor associated with educa- 
tional success at the national level. Andy Green, an academic who has analysed 
the evolution of education systems in the East and the West, has concluded: 

"None of the traditional indicators, whether class size, educational expen- 
diture, selection, and grouping policies, teaching styles or time spent in 
learning particular subjects, correlates systematically with outcomes over 
a range of countries. Rather, the outcomes of the educational process in 
different countries are the result of a host of factors, some relating to the 
internal features of the education systems, and others to the social con- 
texts. Countries which do relatively well in school education, such as 
France, Germany, Japan, South Korea, and Sweden, have certain things in 
common. As nations they emphasise educational achievement. They tend 
to have a ‘learning culture’ in which parents and teachers have high expec- 
tations of their children’s educational achievements, where the education 
systems are designed to provide opportunities and motivation for all 
learners, and where the labour market, and society in general, reward 
those who do well in education. They have learned how to institutionalise 
high expectations for all through norm-reinforcing procedures and 21 I 
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practices such as national curricula and guidelines on teaching and assess- 
ment methods, professionally produced learning materials, interactive 
whole class teaching and so on" (Green, 1997). 

But as we have pointed out, even countries such as Japan and Korea that 
appear to be motivating their children academically are well aware that they have 
troubles of their own. Although traditional, didactic schooling has brought them 
relative success they are conscious that individualism and creativity have not 
been sufficiently fostered. 

In the East, as well as the West, it is increasingly accepted that schools, from 
early childhood onwards, should provide learning environments where learners 
like to be, where they experience a sense of self-worth, excitement, or challenge 
in learning. Children, before leaving the formal education system, must have 
"learned how to learn" under self-motivated and self-managed conditions. This 
assessment is endorsed by research findings, as the next chapter will demon- 
strate. The core learning processes that would pave the way for lifelong learning 
might include learning and thinking techniques, ways of organising knowledge, 
forms of expression, and interpersonal social relations. The list of cross-curriculum 
competencies drawn up by Trier and Peschar (1995) would also provide an excel- 
lent foundation: problem-solving, critical thinking, communication, democratic 
values, understanding of political processes, self-perception and self-confidence. 

Many primary children must develop better basic skills in reading, writing and 
numbers in order to experience success in secondary school and later life. But 
there is also a clear need for some of the developments that are examined in 
detail in this book: more flexible curricula, individualised learning paths, better 
exploitation of new technologies, and more parity of esteem between vocational 
and academic studies (OECD, 1998a). The bridging of the vocational-academic 
gulf, which is under way in several of the countries studied, could do a great deal 
towards reconciling the educative and sorting functions of the education systems. 



The challenge for education systems 

As every country’s school system grew out of different soil and has developed 
its own unique appearance there is no single set of "motivational" reforms that 
would be universally applicable or acceptable. But the evidence of this study 
- and a great deal of previous research - suggests that in the relatively near future 
many OECD countries will have to make radical changes to the way that children 
are taught and assessed. 

School systems that are at present characterised by detailed and standard- 
ised curricula, classrooms organised by age divisions, fixed and narrow timetables, 
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authoritarian teaching styles and rote learning seem destined to founder, sooner 
rather than later. This may seem to be an untenable contention given that this is 
precisely the profile of the most “successful" education systems in the world, but 
as the following chapters will demonstrate, even Far Eastern governments 
acknowledge that change is not only inevitable but desirable. 

Standardised tests have been getting mixed reactions. On the one hand, some 
countries, such as the US, where standardised tests have traditionally not been in 
place, are now looking into the introduction of such tests in order to improve their 
educational outcomes. On the other hand, some educationists believe that the 
importance attached to standardised achievement tests will also have to be 
reduced. As they invariably involve the recall of memorised, factual knowledge in 
narrow areas of competence, they do little to develop the cross-curriculum skills, 
motivation and self-esteem that provide the best basis for lifelong learning. They 
can also have a devastatingly deleterious effect on the self-esteem of those they 
“weed out." As these tests and examinations currently exert a vice-like grip on the 
education systems of both the East and the West it is difficult to envisage how 
their power can be countered. 

However, if curricula and assessment are to be reshaped this implies that the 
nature of teaching will also have to change. As the Canadian academic, Michael 
Fullan, has argued, the teaching profession, like other professions, is anxious about 
change and tends to resist it, preferring to maintain the status quo. OECD research 
has also indicated that some teachers are too ready to categorise pupils as either 
good or bad and do not believe it is their responsibility to change their students' 
attitudes (OECD, 1 998a). Furthermore, it is hard to see how teachers can inculcate 
good lifelong learning habits in their students unless they, too, are lifelong learners. 

But if so much more is to be expected of teachers they must be given some- 
thing in return. Douglas Osier, Scotland’s chief education adviser, acknowledged 
this in a recent statement about the importance of motivational teaching. “One of 
the answers is to make sure that teachers have more time to teach and more time 
to engage with pupils. The most critical factor in quality learning is quality teach- 
ing. If young people relate well to their teachers they will come, contribute and 
learn. No worksheet, no computer will do as well" (Times Educational Supplement, 
May 28, 1999). 

Teachers will, however, need more than time if they are to create a more moti- 
vating school environment for children. They will also require something that they 
rarely get in some OECD countries — the whole-hearted support of politicians, 
employers, their local communities and parents. 



23 | 



© OECD 2000 



o 



Motivating Students for Lifelong Learning 



The role of governments, employers, parents and communities 

One of the more disheartening conclusions to emerge from this study is that 
even governments that support the concept of lifelong learning also advocate 
education policies that undermine the motivation and educational development 
of many children. Indeed, as an earlier OECD publication pointed out: "Among 
politicians and decision-makers there is too often only a superficial espousal of 
the grand principles and no real willingness to confront the consequences for 
action stemming from that espousal. Lifelong learning is one such principle that 
may well receive rhetorical support but not the corresponding radical agendas for 
governance and finance" (OECD, 1998 a). 

Politicians often criticise schools for failing to prevent drop-out, with some jus- 
tification. Truants and drop-outs do frequently blame their behaviour on prob- 
lems with teachers: most commonly a perceived lack of respect or a sense of 
injustice at being singled out or unfairly blamed. But judging by some research, it 
is not boring lessons but economic need or a national policy of forcing low- 
achievers to repeat a year that is more likely to cause students to drop out. This 
suggests that governments must shoulder at least part of the blame. 

Governments must also face up to the fact that inequalities in educational 
careers among children from different social backgrounds have not diminished 
but remained remarkably stable, despite increases in the standard of living, rises 
in enrolment and reforms implemented to promote equal opportunities. Such ine- 
qualities inevitably feed through to the world of employment. Job-related adult 
education and training programmes tend to benefit the already well-educated. 
Those most in need of literacy skills training are not always reached. Employers 
could do more to redress this imbalance and some could also make it easier for 
schools to provide less-academically minded students with a taste of work experi- 
ence. As the Danish chapter illustrates, such work experience does not necessarily 
make teenagers even more dissatisfied with school life - it can also be used as a 
"carrot” to keep them within the school system a little longer and make their 
studies more meaningful. 

It is, however, the expectations of many parents, rather than pressure from 
employers, that can have the most stultifying effect on school systems. They 
invariably have their children’s best interests at heart and can argue that they 
merely want the academic "passports" that society demands. But by attaching par- 
amount importance to examination success and expecting their children to excel 
in traditional tasks they make it much harder for schools to experiment with new 
curricula, organisation or teaching methods. The Korean chapter explains how one 
innovative school managed to overcome parents’ resistance to change, but as 
90 per cent of its students go on to higher education this appears to be a fairly 
safe form of experimentation. 
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It is not only attitudes to schooling and qualifications that will have to be 
reshaped, however, if all young people are to be prepared for the stick-shift soci- 
ety. Governments, communities and employers will have to ensure that the num- 
ber of obstacles preventing people from returning to education in adult life is 
kept to an absolute minimum. But some research indicates that even if that hap- 
pens, perhaps one in five adults will resist all attempts to guide them into the life- 
long learning net. As one study concluded: "Lack of motivation (...] may be the 
greatest barrier of all and its influence may be underestimated by the literature 
concentrating on the more easily visible barriers such as cost and entry qualifica- 
tions” (Gorard el ai, 1998). Reducing the number of people who have no ambition 
to become learners will be extremely difficult, but as the next chapter on research 
findings will demonstrate, the problem is not insoluble. 
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Chapter 2 



The Nature of Motivation: Some Key Insights 



Many library shelves could be filled with the books and academic papers that 
psychologists and education researchers have produced on motivation over the 
past 50 years. We will therefore not attempt to provide the definitive overview of 
their research findings in this chapter. Neither will we try to describe and evaluate 
the many theories that have been advanced and debated. Our aim is merely to 
draw attention to a selection of significant, but often ignored, research findings 
that help to answer some key questions that are relevant to this study. What can 
be done to motivate disaffected students? Which school strategies are likely to 
stimulate the majority of adolescent students? How do teachers - and parents - 
affect students' motivation levels? . 

But before discussing the findings it is necessary to explain why psychological 
research into motivation has made relatively little impact on classroom practice 
- and why there is still no common unifying theory, or even a set of agreed princi- 
ples. The principal stumbling block is that many types of factors can affect student 
motivation for good or ill. The United States National Research Council last year 
suggested that they could be: 

• Physical factors : general state of health and nutrition, amount of sleep. 

• Psychological factors: level of self-confidence, types of rewards, degree of 
interest from "significant others", such as teachers and parents. 

• Social factors: level of support from family and peer group, number of 
distractions such as TV and sport, role models. 

• Educational factors: the nature of the task being undertaken, its relevance, level of 
difficulty, and the way it is approached (National Research Council, 1999). 

However, that list is by no means exhaustive. A nation's cultural attitudes 
towards education can also affect students’ level of motivation. It is no secret that 
parents in Far Eastern countries drive their children to excel at school, believing 
that a good education is the best guarantee of upward mobility or financial secu- 
rity. What is less well-known is that in some countries, such as Finland, children 
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have traditionally been brought up to believe that it is very important to become 
an educated person". Furthermore, children of different cultures sometimes have 
to be motivated in different ways (these cultural themes will be explored at the 
end of this chapter). 

Economic factors, such as the level of youth unemployment and the availabil- 
ity of student grants, may also have either a positive or negative impact on stu- 
dents’ motivation, as may examination systems and assessment policies. But the 
US research council’s central argument, that many variables muddy the motivational 
waters, is incontestable. 



Intrinsic and extrinsic motivation 

While this chapter will not be addressing theoretical issues it is important to 
understand the distinction that researchers make between intrinsic and extrinsic 
motivation. Intrinsically-motivated students undertake an activity "for its own 
sake, for the enjoyment it provides, the learning it permits, or the feelings of 
accomplishment it evokes” (Lepper, 1988). An extrinsically-motivated student, on 
the other hand, seeks “to obtain some reward or avoid some punishment external 
to the activity itself”, such as grades, stickers, or teacher approval. 

Intrinsically-motivated students are said to employ strategies that demand 
more effort and that enable them to process information more deeply. Extrinsi- 
cally-motivated students, by contrast, are inclined to make the minimum effort to 
achieve an award. Older behaviourist perspectives on motivation assumed that 
teachers could manipulate children’s engagement with schoolwork through the 
introduction of controls and rewards. However, research has tended to show that 
children usually revert to their original behaviour when the rewards stop. Further- 
more, at least two dozen studies have shown that people expecting to receive a 
reward for completing a task - or for doing it successfully - do not perform as well 
as those who expect nothing. This appears to be true for children and adults, for 
males and females, for rewards of all kinds and for tasks ranging from memorising 
facts to designing collages. 

This may be dispiriting news for the many schools around the world that offer 
a vast range of "prizes” - such as books or even hamburger restaurant vouchers - 
for good work or perfect attendance (none of the schools in our study resorted to 
such tactics). However, the positive effect of extrinsic rewards may not be immedi- 
ately obvious. As N.L. Gage and D. Berliner have pointed out: "A skilled reader or 
piano player may appear to be motivated from within (...) [but] initially, the read- 
ing or piano playing may have been fostered by social approval from parents or 
teachers - a hug and lollipop for reading the words cat and hat, and a special 
celebration after the first recognisable song (Gage and Berliner, 1979).” 
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Some may see this as little more than a common sense analysis, an accusation 
that is often levelled at motivation theories. Survey findings that have resulted 
from motivation research have sometimes faced similar charges. It should also be 
borne in mind that much of the research into motivation has emanated from the 
United States and may therefore not be considered representative of other coun- 
tries’ experience. That may help to explain why the majority of the government 
officials and teachers in charge of the motivation projects we assessed seemed to 
have paid relatively little heed to research findings. Nevertheless, a search of the 
academic literature on motivation reveals that some light has been shed on the 
following issues. 



What can be done to motivate disaffected students? 

Dropping out is not a sudden event that happens in secondary school; it is the 
culmination of a process of disengagement from education that often begins in the 
infant class. The impressions that young children form about their abilities, based 
on messages from their family and school, can strongly influence their motivation 
to succeed. However, young children tend to maintain high expectations of suc- 
cess even after repeated failure; older students do not. And although younger 
children generally see virtually all effort as a good thing, older children view it as a 
"double-edged sword" (Ames, 1990). Failure that follows great effort can be much 
more damaging to their self-concept of ability than failure that results from mini- 
mal effort. Apparently lazy or unco-operative students may therefore be trying to 
protect their sense of self-worth. 

Difficult-to-motivate students often benefit from individualised computer- 
based work because it enables them to make mistakes and correct them without 
losing face. Their self-esteem also grows as their mastery of the technology devel- 
ops. However, new technology alone cannot solve the problem of disaffected 
students. 

The evidence from the United States suggests that an effective drop-out pre- 
vention programme would ideally include the following characteristics: teachers 
with the authority to design courses/experiences; low student-teacher ratios; 
teachers attuned to students’ needs; a low absentee, theft and drug-abuse envi- 
ronment; individualisation; an active role for students; emphasis on basic skills 
remediation; and readiness to tackle students’ personal problems. 

Barbara L. McCombs and James E. Pope, two specialists in motivating disaf- 
fected students, believe that: "Individuals are naturally motivated to learn when 
they do not have to fear failure, when they perceive what they are learning as 
being personally meaningful and relevant and when they are in respectful and 
supportive relationships with teachers" (McCombs and Pope, 1994). But McCombs 
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and Pope emphasise that the most important common element of successful pro- 
grammes with troubled teenagers appears to be the quality of the relationships 
that are established between adults and young people. “It seems to matter less 
what is done than who does it and how [ . . . ] . Teachers who are best at reaching the 
most difficult to reach youth are those who are consistently upbeat and unafraid, 
and have a consistent empathic regard for their students." 

We encountered a surprisingly large number of these paragons during the 
course of our country visits. But as such teachers will always be in short supply it 
would perhaps be sensible to make secondary schools more “student friendly". At 
present there is often a serious mismatch between the organisation and curriculum 
of schools and the intellectual and emotional needs of adolescents. 

In order to create a “psychological environment" that will increase student 
motivation, it would appear that schools should: 

• Foster teamwork through group learning and problem-solving experiences. 

• Replace social comparisons of achievement with self-assessment and 
evaluation techniques. 

• Teach time-management skills and offer self-paced instruction when possible. 

• Stress goal-setting and self-management (Maehr, 1991). 

Other research suggests that children are likely to become enthusiastic lifelong- 
learners if they have: 

• An engaging curriculum. 

• A safe, caring community in which to discover and create. 

• A significant degree of choice about what and how and why they are learning. 

Motivation is said to increase if students are asked to assume greater auton- 
omy and control over their lives and learning as they pass through secondary 
school (a view shared by many of the teachers and education professionals in the 
eight countries that took part in the OECD study). However, back in 1982 David 
Hargreaves, a British researcher, was already asserting that schools had become so 
obsessed with individual needs that they often overlooked their social function. 
He argued that personal identity develops in a social context and if schools did 
not give their pupils a sense of belonging they would turn elsewhere - perhaps to 
a disaffected adolescent group - to meet this basic human need. 

Twenty years earlier, J.S. Coleman expressed concern that US high schools were 
allowing adolescent sub-cultures to divert energies into athletics and social activi- 
ties. “In fact the high school seems to do more than allow these sub-cultures to dis- 
courage academic achievement; it aids them in doing so [...]. One might speculate 
on the possible effects of city-wide or state-wide ‘scholastic fairs' composed of 
academic games and tournaments between schools” (Coleman, 1960). 
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If anything, sport has assumed even more importance in most developed 
nations since Coleman aired that anxiety. But there is still relatively little interest 
in academic tournaments. In fact, in not only America but other OECD countries an 
anti-academic adolescent peer culture tends to undermine any drive to improve 
education standards. Raising and maintaining students’ motivation levels is there- 
fore a never-ending process that requires a huge amount of commitment and cre- 
ativity from teachers. As the following chapters will show, most of the teachers who 
took part in this study displayed the necessary dedication. In fact, in some cases 
there seemed to be a danger of "professional burn-out" if they maintained their 
present work-rate. 



How teachers and teaching approaches can affect students’ motivation levels 

The basic message that has emerged from many studies is that students 
expect to learn if their teachers expect them to learn. In the late 1960s and 70s a 
number of observational studies of classrooms were conducted to determine how 
teachers interact with students that they perceived to be high or low achievers. 
One study found that about one-third of classroom teachers showed patterns of 
highly differentiated behaviour. They called on low achievers less often to answer 
questions or perform demonstrations. The teachers also waited less time for them 
to answer questions, praised them less frequently after successful responses, criti- 
cised them more often for incorrect responses, and did not help them when they 
failed by providing clues or asking follow-up questions (Brophy and Good, 1974). 

Defining tasks in terms of short-term goals can help students to associate 
effort with success, but of course long-term goals are also needed if students are 
to become lifelong-learners. Tasks that involve “a moderate amount of discrep- 
ancy or incongruity” can also generate intrinsic motivation by stimulating students' 
curiosity (Lepper, 1988). Although no subject can be made interesting to every 
child, intrinsic motivation can be enhanced by project-based learning, which 
enables small groups of students to work together on extended exercises. 

Discovery learning, an approach developed by cognitive psychologists to 
encourage students to discover for themselves the concepts and connections that 
underlie a body of knowledge, also has many advocates. But discovery-learning 
experiences must strike the right balance between simplicity and complexity. 
Research on curiosity suggests that people lose interest in a task if it is so simple 
it becomes boring, or so complex that it appears chaotic and meaningless. Achiev- 
ing the right balance is not easy, of course, particularly in a large class. But the 
research literature suggests that teachers not only need to be able to bring off 
such balancing acts; they should ideally know what drives every child in their 
class. "When students are |...] primarily concerned with avoiding failure in their 






0 



© OECD 2000 



Motivating Students for Lifelong Learning 



lives, they make different choices than when their predominant motive is to 
succeed” (Gage and Berliner, 1979). 

Praise is another problematic issue. Although it is important to avoid "put- 
downs”, rewarding children with praise can sometimes be counter-productive. 
Some researchers believe this can create a growing dependence on securing 
someone else’s approval. It is also claimed that extroverts can be motivated more 
by blame than by praise, while introverts are more motivated by praise. Further- 
more, teachers who try to encourage intrinsic values by praising students for 
engaging in activities such as writing poetry outside the classroom may actually 
discourage them from continuing. The phenomenon has been described as the 
"over-justification effect". It is thought to occur because the addition of rewards 
devalues a justifiable activity. 

The awarding of grades for schoolwork has generated even more debate among 
researchers. Some studies have indicated that they have a detrimental effect on cre- 
ative thinking, staying-on rates and general interest in learning. In one Israeli study, 
1 1 -year-olds were given either written feedback on their tests, a graded mark or 
both. The performance of the group who received only comments increased by one 
third, while that of the other two groups declined. However, the extent to which stu- 
dents become intrinsically engaged in a task or subject often depends on whether 
or not they have achieved the hoped-for grades. Being successful in one’s studies 
promotes emotions such as hope, pride, and joy that increase enthusiasm and an 
appreciation for what one is learning. But this does not necessarily justify competi- 
tive testing. Rewarding students on the basis of improvement over their own past 
performance has also proved to be an effective incentive. However, this was not a 
preferred tactic in the schools that took part in this study. Several had introduced 
records of achievement so that vocational students could chart their progress, but 
this was a much more subtle form of reward. 



The influence of parents 

Some American research has suggested that motivation levels are affected not 
only by the characteristics of the home background, such as social class, but the 
number of children in the family, and the mother’s age. At least one study claimed 
that firstborn children tend to have a stronger drive to achieve. But such research 
has often generated conflicting evidence. 

It is also by no means clear whether parents should promise rewards to induce 
children to do well in school. As we explained earlier, they can have positive and 
negative consequences. However, some strategies are unquestionably beneficial. 
"When parents nurture their children’s natural curiosity about the world by welcom- 
ing their questions, encouraging exploration, and familiarising them with resources 
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that can enlarge their world, they are giving their children the message that learning 
is worthwhile and frequently fun and satisfying. When children are raised in a home 
that nurtures a sense of self-worth, competence, autonomy, and self-efficacy, they 
will be more apt to accept the risks inherent in learning" (Lumsden, 1994). 

The influence of parents does appear to vary greatly from one society to 
another, however. A team of Asian and American researchers who investigated the 
reasons why Japanese and Chinese children consistently outperformed their 
US peers found that several of the important factors were unrelated to school or 
classroom organisation (Stevenson and Stigler, 1992). Asian parents were far less 
inclined to tolerate mediocre performance than their American counterparts and 
they encouraged their children to spend much more time studying out of school 
hours. This finding has been substantiated by a number of other studies, includ- 
ing more recent research by Eaton and Dembo ( 1997). After comparing the perfor- 
mance and attitudes of Asian Americans and Caucasian Americans they concluded 
that fear of failure, stemming from family pressures, best explained the Asian 
Americans’ higher workrate. 



Complications and conundrums 

As Dutch researchers pointed out last year, the relationship between motiva- 
tion and attainment is by no means straightforward (Kuyper et al., 1999). Research 
has shown that not only low but unduly high motivation may lead to lower 
achievement than might be expected on the basis of aptitudes. Psychologists 
have, however, been aware of this phenomenon for many years. As Gage and 
Berliner pointed out in 1979: "Perseverance in an inappropriate situation can be, 
to a clinical psychologist, a sign of a problem. Because of neurotic needs to 
achieve, a child may spend inordinate amounts of time on an insoluble problem. 
Then high motivation becomes a hindrance rather than an aid to learning" (Gage 
and Berliner, 1979). 

One further complication is that although strong motivation and high self- 
esteem are sometimes seen as synonymous, children with high self-esteem may 
not actually be the most motivated and successful students. Analysis of the Third 
International Mathematics and Science Study (TIMSS) data has shown that 
although English 14-year-olds scored slightly below the international average in 
maths, 93 per cent of them believed they were doing well in the subject (Keys and 
Fernandes, 1997). However, in Singapore, which was placed top in the TIMSS rank- 
ing, only 57 per cent of children said that they were good at maths - an outcome 
that may not be altogether surprising given the emphasis that Eastern cultures 
tend to place on personal modesty. 
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Another recent study of children’s motivation and attainment levels in Russia, 
the United States and England also found that Russian children did much better 
in maths tests than the US and English children even though they had a lower 
opinion of their academic ability (Elliott, 1999). The Russian teenagers were also 
much more likely to believe that "being clever" rather than “working hard" was 
important for success in schoolwork. This contradicts the common view that chil- 
dren are more likely to be motivated, and reach a higher attainment level, if they 
believe that effort, rather than ability, is what matters most. However, the 
researchers found that the Russians worked harder than the American or English 
children all the same and did recognise that effort was important. They also liked 
school more and the majority said that their main goal was to become an “edu- 
cated person". The English and American teenagers, however, said that their 
primary objective was to obtain qualifications. 

The belief that students only go to school to get qualifications that will secure 
them a well-paid job militates against the intrinsic valuing of education for two 
reasons. “It deprives young people of the feeling that what they are doing now is 
important. All the rewards seem to be somewhere in the future. Secondly, it 
deprives society of the understanding that learning has value in itself and not just 
as a saleable commodity. This greatly reduces the range of knowledge worth 
having, and creates a population of narrowly-educated citizens" (Tye, 1985). 

This again suggests that national cultures may have a bigger effect on chil- 
dren’s motivation levels and educational achievement than is generally recogn- 
ised. It is also a reminder of the special challenges that teachers and would-be 
reformers face in some countries. Not only do they have to cope with a bewilder- 
ingly complex array of physical, psychological, social and educational factors that 
may affect motivation levels. They also have to try to counter unhelpful national or 
peer cultures. There are, however, strategies that all governments can adopt to 
nudge students on to the path to lifelong learning. This will be the focus of the 
next chapter. 
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Chapter 3 

Policy Dimensions and Approaches 



All the countries in this study have policies that refer specifically to promoting 
lifelong learning, though these are not the monopoly of education ministries. Life- 
long learning, often seen as incremental educational growth, may also be concep- 
tualised from a holistic position that includes social welfare, health and labour- 
market considerations. During our study visits we were struck by the tension evi- 
dent in two-pronged government policies that were not only attempting to 
address current problems but respond to predictions about a country’s long-term 
economic, political, cultural and social future. In Japan, for example, future trends 
such as globalisation, the information age, developments in science and technol- 
ogy and demographic shifts are placed alongside current concerns with drop-outs, 
truancy, bullying and violence in schools. 

Inevitably, the impact of government policies varied and we would echo the 
statement in a 1999 OECD report (OECD, 1999): "Governments are not omnipo- 
tent.” We also noted the 'distance between government policies and the projects 
in the various schools we visited. Even in countries where there is strong central 
control of the education service, national policies sometimes appeared to follow 
in the wake of individual school or province initiatives. In other instances it was a 
government initiative that stimulated change at the grassroots. 

Various government reports, statements of intent and pieces of legislation 
refer directly to motivation. In some cases, policies are aimed at motivating young 
people towards government-defined goals through more diversified learning 
opportunities. In others, efforts are designed to demotivate young people from 
engaging in anti-social behaviour. 

What emerged as the two most important concepts underpinning policies 
were individuality and diversity. Individuality is associated with student-centred 
education and finds expression in curricular arrangements, teaching strategies, 
student assessment and even school design. These must be considered alongside 
student services including learning support, guidance and counselling, and health 
and welfare provision. The growing diversity, on the other hand, is reflected in 
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greater choice of institutions, courses, learning methods and modes of assess- 
ment. In both Iceland and Japan, for example, our attention was drawn to new dis- 
tance-learning courses that were providing second-chance options for growing 
numbers of adult learners. 

In many countries, drop-out rates are used as a key indicator of student moti- 
vation. However, our study revealed that the two are not always closely related. 
For example, a booming economy and expansion of the jobs market are encourag- 
ing students in some countries to make a premature exit from the education sys- 
tem. Equally, a very rigid system that discourages students from dropping out and 
returning at a later date can ensure that even young people with relatively low 
levels of motivation stay on in school. 



Balancing theoretical studies with authentic, first-hand experience 

"Zest for learning” is a phrase that captures the need for students to develop 
commitment and enthusiasm for lifelong learning. This objective permeates gov- 
ernment documents in Japan and Norway. In Japan, enabling students to learn, 
think, make judgements, act independently and be more adept at problem- 
solving lies at the heart of this. In Norway, it is echoed in the statement (Ministry 
of Church, Education and Research, 1994) the aim of education is to expand 
the individual's capacity to perceive and to participate, to experience, to 
empathise and to excel”. These goals are the product of many forces, including 
the demands of influential employers' organisations, the recognition of the ever- 
changing characteristics of a diverse youth culture, and the reconceptualisation of 
curricula to take account of the perceived needs of citizens in the 21st century. 
These pressures have triggered proposals for redefining the content of traditional 
subjects and the ways that subjects relate to each other. In the eight countries sur- 
veyed, these find expression in the extension of school-based studies into the 
local community and curriculum integration. 

Curriculum integration is a loose term that covers a variety of arrangements. It may 
refer to the integration of vocational and general modules. It may also refer to the- 
matic studies, such as environmental education and citizenship education, that cross 
subject boundaries. From a different perspective, literacy and numeracy have been 
identified as cross-curricular themes. What is clear is that conventional subjects in 
schools are very robust. They have clearly differentiated boundaries and specialist 
teachers and teaching materials, especially in those countries having government- 
approved textbooks. Introducing curriculum integration in any form is not easy and 
may require legislative direction. Thus, in Norway, it has been decreed that all upper 
secondary students must engage in at least one cross-disciplinary project each year to 
develop such skills as co-operation, creativity and analytical thinking. 
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"Learning by doing” is a feature of the open youth education programme and 
the production school programme in Denmark, it is also an element of alternative 
curricula for disadvantaged groups in Norway and Finland. But theoretical studies 
have not been rejected in these programmes: they have become integral to 
skills-based courses. 

That schools, within their walls, cannot provide all of the learning experiences 
judged to be important for secondary students is obvious. There is a need for 
schools to provide periods of work experience for all students following both 
vocational and general courses. Virtually all governments now appear to recognise 
this, but some are more committed to this objective than others, in Finland, for 
example, it is now mandatory for all three-year vocational courses to include a 
six-month workplacement. 

The argument for students to be prepared for their roles as active citizens by 
engaging in extra-curricular activities in local communities is equally strong. Gov- 
ernment policies in all of the countries acknowledge the importance of out-of- 
school activities for motivating young people. They vary from the individualised 
extra-curricular activities in Korea, to work experience for vocational students in 
Finland, and for all students in England. Integrating the experiences that students 
gain from these activities poses new challenges for teachers and calls for changes 
in attitudes to education among employers and parents. These strategies have 
implications for redefining the roles of schools. They could also change profoundly 
teachers’ perceptions of the nature of their work. 



Adapting teaching methods 

Teachers are powerful role models for adolescents. At their best they embody 
the principles of lifelong learning. They demonstrate that they are active lifelong 
learners and that they are fulfilling themselves through their own learning activi- 
ties. Without this example many students are unlikely to be motivated to become 
lifelong learners. 

The challenge for teachers in vocational and general programmes is to capture 
the attention of all their students while seeking to emphasise individualised 
approaches to learning. The one-way knowledge transmission model, stereotyped 
as teachers reading and interpreting textbooks to whole classes of passive stu- 
dents, has not disappeared but governments are challenging such practices, 
believing that they are demotivating and thoroughly inappropriate in a lifelong 
learning culture. 

However, one of the strongest challenges to the model has not come from gov- 
ernment policies but from the rapid dissemination of new technologies to schools 
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and, just as importantly, to students’ homes. New technologies, used for entertain- 
ment, the gathering of information and for interpersonal communication are highly 
motivational. They have challenged the teacher and the approved textbook as 
sources of authoritative and up-to-date knowledge and they have brought 
long-accepted teaching methods into question. 

Other pressures have combined with the new technologies to cause govern- 
ments to address teaching methods. There are calls for changes in the school- 
defined roles and inter-personal relationships of teachers and students. In all 
eight countries there are statements recommending student-centred approaches. 
Implicit in these is the requirement for teachers to adapt learning as far as possi- 
ble to meet the needs of individual students. Classroom work that is ill-matched 
to children’s abilities and interests is unlikely to motivate them in either the short 
or long term. Furthermore, teachers are encouraged to become "enablers" rather 
than transmitters of knowledge. Active learning and co-operative learning, dis- 
tance learning and computer-assisted learning are all parts of the argument. That 
students themselves have a teaching role is explicit in co-operative methods that 
focus on problem-solving. Such developments are vitally important in the context 
of motivation for lifelong learning for all students. 

It is assumed that there is a readiness for change on the part of not only teach- 
ers and students but schools and their communities. However, if new teaching 
methods and forms of learning are not mirrored in examinations they will not 
become universally accepted. 



Introducing student-centred assessment 

Some governments have recognised that there is a need for new forms of 
assessment that are compatible with student-centred approaches to teaching and 
learning. Assessment and learning go hand-in-hand: what can be learned can be 
assessed and what can be assessed can be learned. However, assessment fulfils 
many functions. Conceptually, there is an enormous distance between a one-off 
test that ends a phase of learning and assessment that provides the launch pad 
for the next learning experience. Assessment in lifelong learning should ease the 
transition between phases and give the student the confidence, enthusiasm and 
commitment to face new learning challenges. 

That examinations can motivate students to study for long hours inside and 
outside of school is evident in Japan and Korea. Indeed, cram schools have blos- 
somed in Japan to the extent that the government is seeking ways to curb their 
excesses. But examination systems cannot be reformed easily and there is often 
strong resistance to any talk of change. Advocates of reform are concerned not 
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only with the polarising influence of exams but the effect that both success and 
failure have on students’ aspirations (OECD, 1999): 

"For both qualified and disqualified students, assessment underpins not 
only grades and diplomas but also self-image, and this is consistently rein- 
forced by its effect on social reputation. Over time, students who qualify 
consider themselves able and worthy, while the reverse holds for those who 
do not qualify who voluntarily temper their social aspirations accordingly." 

In a lifelong learning context the results of end-of-course examinations are but 
one component in a student's overall achievement. If no account is taken by 
employers and educational institutions of other curricular and extra-curricular 
experiences and achievements then the value attached to them by students is 
likely to be substantially reduced. As work experience, community experience 
and a diverse range of extra-curricular school activities are advocated by govern- 
ments for their learning gains these should be reflected in any assessment of a 
student’s progress. Government proposals for progress files or records of achieve- 
ment (as in England), portfolios (in Ireland), training logs (in Norway) and individ- 
ual log books (in Denmark) acknowledge the importance of information that 
recognises the range of student achievement and supplements conventional 
examinations. Promoting the use of such reports for all students rather than only 
with those following vocational courses is a natural policy step. 

The introduction of modular courses and new methods of studying them, such 
as distance learning, have made examination arrangements more flexible. In Iceland 
and Norway, where such arrangements are well-developed, students can choose 
when to be examined and also when to complete their studies. The introduction of 
part-qualifications, as in Norway, is an interesting aspect of this. Some modular 
arrangements provide greater opportunities to resit examinations and for students 
to self-evaluate their progress over time. More frequent feedback and more oppor- 
tunities to demonstrate success are seen as motivating for students. They provide 
links with incentive systems and appraisal systems used by some employers. 



Bridging the vocational and general divide 

The tradition of distinguishing sharply between non-vocational courses lead- 
ing to tertiary education and vocational courses leading to jobs has forced teenag- 
ers in some countries to make early decisions about suitable pathways. In other 
countries where vocational education has a particularly low status the decisions 
have been made for them. 

In countries that fall into the former category, governments are seeking to reform 
institutions, curricula and examinations in response to the general uncertainty about 
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future employment patterns and the pressures to increase participation rates in 
upper secondary and higher education. Students are increasingly being encouraged 
to keep their educational and career options open and to make choices only after 
obtaining the best advice available. 

Delayed choice of study route lies at the heart of Denmark’s reform 2000 
where the strengthening of general courses in vocational programmes has opened 
up new pathways to higher education. In England, examinations reform has 
allowed students to choose subjects drawn from both general and vocational pro- 
grammes. Greater choice requires students to be more self-reliant. It also encour- 
ages students to take their studies seriously and to consider carefully the 
consequences of their choices for their future careers and lifestyles. 

Governments are also seeking answers to a difficult question: should there be 
a core curriculum bridging the divide and, if so, what should this comprise? 
Should it be driven by notions of a classical curriculum where the emphasis is on 
knowledge defined by subjects or should it be driven by a formulation of basic, 
transferable skills? Should the core comprise conventional subjects or should it 
be made up of integrated courses or projects or thematic studies? 

In England, pupils aged 11 to 14 must study 1 1 national curriculum subjects. 
From 14 to 16, however, there are only six compulsory subjects for most pupils, and 
one or two of those can be dropped to make way for a structured programme of 
work-related learning. There is therefore considerable freedom from 14 to 16 to 
study other vocational or academic subjects. There are no national curriculum 
requirements post- 16. In Finland and Norway, students are required to accumulate 
a fixed amount of credit gained from successfully completing modular courses. 
These modules may be taught in conventional or innovative ways and the credit so 
gained can be carried from one school to another. Distance - learning modules also 
carry credit that may be accepted by other institutions. In Norway and Finland, stu- 
dents may interrupt their studies and they can decide within specified time limits 
how and when they will try to gain university entry or vocational qualifications. 

The governments in our study acknowledge that opening up choice of institu- 
tion, course pattern, learning methods and modes of assessment complicates the 
educational system for the immature learner. Choices are challenging and may be 
threatening: they bring uncertainty and risk. Hence, the attention paid to guidance 
and counselling in making lifelong learning a reality. 



Enhancing guidance and counselling services 

Guidance and counselling services have figured prominently in recent educa- 
tional policies in all eight countries. Inevitably, reforms that have opened up more 
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diversified study opportunities and access to new types of employment have 
been accompanied by proposals for assisting students to make appropriate 
choices. The merging of vocational and general education in single institutions or 
the opening up of more specialist institutions poses difficult questions about 
pathways for students. They not only need expert advice about courses to follow 
but also about the changing labour market. 

From a lifelong learning perspective, students require advice especially at 
major points of transition. An ill-considered choice at 16 or 18 can have long- 
lasting consequences, particularly if the decision is to quit school or college. 
There are many instances of people studying at night school or paying for private 
training in order to escape from a job that is making them unhappy but this is 
obviously a far from ideal motivation for returning to education. 

Many students, especially the least advantaged, need counselling and sup- 
port services throughout their studies and this has been recognised in govern- 
ment policies. As with course design and assessment arrangements, these 
services must be student-friendly. Advisers and counsellors have a pivotal role in 
motivating adolescents. The importance of a highly personalised support service 
is evident in proposals in England for personal advisers available to all young 
people over the age of 13. In Finland, all upper comprehensive schools have 
counsellors providing advice on studying, career paths and ways of applying for 
the next stage of education. Norway has given upper secondary students a statu- 
tory right to both counselling and career guidance. In Denmark, students in the 
open youth education programme are supported by personal counsellors. 



Improving the infrastructure 

The success of government policies is heavily dependent on the existence of 
an appropriate infrastructure. Innovations are unlikely to succeed if institutions 
are not ready to accept them. Even excellent government proposals will not be 
accepted if they require funding that is not available or forthcoming. Senior staff 
and teachers in schools are also unlikely to support proposals for which they have not 
been prepared. Lacking in-service training, teachers may misinterpret government 
intentions and policies and be unable to adopt new roles. 

For some students, motivation for learning is closely linked with financial sup-r 
port for their studies. Not all countries provide free secondary education and 
those that do sometimes expect students to buy their textbooks and other learn- 
ing materials. For needy students, some countries provide free meals and health 
care, subsidised transport to and from school and charge no fees. Some provide 
assistance with accommodation for those students who have to move away from 
home to follow specialised courses. 
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Another important infra-structural component is the relationship between 
schools and local communities. In Scandinavian countries, employers, unions and 
the local community are often represented on school governing bodies. But they 
have other important new roles. Clearly, the work-experience and community- 
experience schemes referred to earlier would not get off the ground without close 
partnerships between schools and many other agencies. Adults in the organisa- 
tions that offer work-placements often have an important influence on student 
motivation. Schools need to ensure that external organisations are fully aware of 
this responsibility. Just as teachers are important role models for lifelong learning 
so are the employers and employees in these organisations. 

Most important of all, radical proposals for change at governmental or school 
levels must take into account parental expectations of how courses are taught and 
assessed. In countries with strong private educational sectors, wealthier parents 
can supplement or opt out of state schooling. Many parents have strong views 
about how schools should be run, but they must be encouraged to come to terms 
with the lifelong learning needs of their offspring. This includes supporting policy- 
makers seeking to introduce reforms. Some parents struggle to do this, of course, 
because they have their own unfilled learning needs. But in many OECD coun- 
tries, governments are now trying to ensure that more bridges are built between 
the school and home. One of the universal teachers’ adages is "the parents you 
most need to see are the ones who never come to the school". However, this may 
become less true as a result of initiatives such as Ireland’s home-school commu- 
nity liaison programme. For the past 10 years it has been requiring schools in dis- 
advantaged areas to deploy a teacher - full-time - to the task of developing 
home-school-community relationships. 



Establishing environments for lifelong learning 

School design can affect the amount of space a student has to develop indi- 
vidually and socially. Students - and teachers - may be more or less motivated by 
the layout and design of classroom, workshop and laboratory equipment and fur- 
nishings. Ethos and school culture are recognised by governments as important 
contextual factors contributing to student motivation. 

Clearly, school design has to be responsive to both the dynamic and compli- 
cated contemporary youth culture and the future needs of both students and com- 
munities. Increasingly, new technologies are posing fresh challenges for the design 
of schools. Cyber-cafes are becoming as necessary as sports facilities, accommoda- 
tion for guidance and counselling services as important as libraries, professional 
I 44 workshops and conference rooms for staff as important as lounges. 
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For policy-makers, falling enrolments offer opportunities for reorganising 
space within schools. There is also a need for institutions specialising in music, 
technology or languages, as well as for schools with facilities for groups with partic- 
ular special needs. Residential accommodation must be designed for disadvan- 
taged groups and, in some circumstances, for ordinary students. 



Out-of-school approaches 

Important though the physical lay-out of a school is, it is the psychological 
environment that is a more important determinant of student motivation levels, 
judging by the research evidence presented in Chapter 2. Some young people 
never find what they need inside the gates of a school, irrespective of whether the 
premises are spacious or cramped, old or new. That is why the sort of schemes 
that the Irish government has set up for recent school-leavers and unemployed 
adults are so important. 

Many unqualified 15 to 18-year-olds appeared to be blossoming in the 
100 out-of-school centres that operate under the YOUTHREACH scheme. Like 
schools, these centres place strong emphasis on literacy, numeracy and IT. But 
some of the YOUTHREACH participants believe that the programme offers them 
other things that were lacking in the schools they left as "failures" - trust, choice 
and respect. The Irish government has also made a substantial investment in its 
Vocational Training Opportunities Schemes (VTOS) that provides a second chance 
for over-2 Is who are either unemployed or dependent on social benefits. The 
opportunity to use and master state-of-the-art IT equipment and obtain further 
education qualifications are two of the important attractions of this scheme. 

Of course, Ireland is not alone in seeing the merit of such programmes, which 
can sometimes be daringly innovative and tap a different range of funding sources. 
Throughout Scandinavia there are government-funded programmes that aim to give 
young unemployed people not only marketable skills but a more positive attitude 
towards learning and life. Finland, for example, has a network of workshops where 
young adults can repair cars, restore furniture and develop dozens of other skills. 
There may always be a need for such enterprises unless youth unemployment lev- 
els drop substantially. However, the ultimate hope must be that the school reforms 
discussed in this report will mean that fewer young people will have to be caught by 
programmes such as YOUTHREACH and the Finnish workshops. 



The involvement of local and regional government 

Local and regional education authorities do not have prominent roles in the pol- 
icy-making described in this study but in several countries they do make a significant 
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contribution. Although the power of England’s local education authorities has been 
substantially curtailed over the past 10 years they have been closely involved in each 
of the three projects described in the UK chapter. In one instance they initiated a 
project, in another they took part in a government-funded scheme and in the third, 
they worked in tandem with an innovative head teacher. Local authorities in Ireland 
have also been providing essential support for the YOUTH REACH and VTOS schemes 
described in the previous section. 

Similarly, in Scandinavia, municipalities have provided essential funding and 
equipment for projects. For example, a county municipality had given one of the 
Norwegian schools, Nesodden, laptop computers for no fewer than 55 students 
and 20 teachers. These have enabled the school to explore new teaching and 
learning approaches. In Finland, where much more power has been devolved to 
the municipalities in recent years, schools were working very closely with local 
politicians and education administrators. The Finnish local authorities accepted 
that it was important to motivate children for lifelong learning but other concerns 
appeared to be higher on their agendas. One municipality was primarily con- 
cerned with rising enrolments, the other two with high unemployment and its 
social consequences. 

In the Far East, state education systems are largely government-controlled. 
Nevertheless, some of the Japanese and Korean local authorities made more than 
token contributions to the efforts to motivate students. Korea’s South Choong- 
Chung province had even initiated and pioneered student-centred reforms that 
aim to reduce the emphasis on rote learning and foster problem-solving, analyti- 
cal work and creativity. But as the country chapters show, in Japan and Korea it was 
sometimes difficult to differentiate between local authorities who were really 
stimulating change and those that were merely echoing or rephrasing government 
policy statements. In both the East and the West it seemed that there was more 
scope for genuinely innovative local authority involvement in projects designed to 
increase student motivation. 



Conclusion 

It is sometimes argued that apparent similarities in policies and practice 
between countries mask essential differences. Certainly, the term "lifelong learn- 
ing”, although frequently highlighted as the basis for government policies, means 
different things from country to country and even from one institution to another 
within countries. In much the same way, the expression "motivating adolescents" is 
seen by some institutions as being a response to truancy, drop out and anti-social 
behaviour. Others associate it with either students at risk or those with special 
needs. And yet others focus on particular groups such as boys or immigrants. 
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Hence, it is not surprising to find differences between government policies 
and institutional practices. There is wide scope for interpretation in statements of 
intent and legislation. Notice the optimism in this statement from an English con- 
sultation paper: "Our vision is to build a new culture of learning which will under- 
pin national competitiveness and personal prosperity and help build a cohesive 
society" (Department for Educatidn and Employment, 1999). Any new culture of 
learning must inevitably demand changes in the culture of schools and in the atti- 
tudes towards education that are displayed by influential stakeholders - parents, 
employers, community organisations and regional and local governments. Schools 
must come to terms with the full implications of lifelong learning, and motivating 
all adolescents to become lifelong learners is a massive challenge. In the next chap- 
ter we shall present findings from our study visits and highlight the effectiveness of 
innovations at the local level. 
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Chapter 4 

Initiatives to Improve Student Motivation: 
Features and Outcomes 



A great deal is known about the ocean currents that have a significant effect on 
the world's climate. But the "currents” of opinion that help to determine the edu- 
cation policy-making climate are often more of a mystery. Why should countries as 
far apart and disparate as Japan and Norway suddenly be talking about the need 
to inculcate a "zest for living” and a "zeal for learning” in the young? Why should a 
state school in southern Finland and a church school in south-west Korea have 
almost simultaneously decided to double the length of individual lessons and 
provide more time for group work and discussion? A snapshot study of this kind 
cannot fully explain such coincidences. But it can at least record how education' 
thinking is changing and discuss some of the consequences. 

Our search for ways in which children and young people can be motivated to 
become lifelong learners took us to not only the education ministries of eight 
countries but a total of 24 secondary schools and youth projects. We had asked 
each of the member countries involved to direct us to three examples of good 
practice that were: 

• Effective in raising the motivation of students in secondary schools or immediate 
post-school settings, ideally with tangible outcomes. 

• Ambitious and likely to be of interest to policy-makers and practitioners in 
different countries. 

• Innovative in terms of i) curricula, assessment, qualifications ii) reorganisation of 
teaching and learning Hi) partnerships involving education and other sectors. 

• Established rather than just beginning, and likely to be sustainable over the 
medium-term given adequate support. 

We said we were less interested in solitary examples of a good school or a 
motivating teacher and emphasised that the nominated projects should not only 
aim to hold students longer in school but really generate enthusiasm and motiva- 
tion for learning. It was also made clear that our study would not focus simply on 
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the needs of at-risk students - we said that some of the chosen initiatives should 
be directed at those who were not particularly disadvantaged. 

At this stage, we should perhaps acknowledge that although this study con- 
centrates on secondary students we accept that it is imperative that positive atti- 
tudes towards learning are developed while children are still in primary school. 
That, however, is a counsel of perfection that does not help the teachers who are 
trying to cope with students who are already in secondary schools. In any case, as 
Chapter 2 has pointed out, the research evidence suggests that motivation may be 
a bigger issue for secondary schools. Younger children tend to see effort as a uni- 
formly good thing whereas older students are often badly hurt by any failure that 
follows great effort. They are therefore more likely not to try at all in order to 
protect their sense of "self-worth". 

We were also conscious from the start that this study was seeking to do some- 
thing that was extremely ambitious - not only to establish what motivates children 
(a tortuously difficult problem for the reasons given in Chapter 2) but also to sepa- 
rate out the particular strategies that would ensure they retained their appetite for 
learning throughout their adult life. 

We do not pretend that we have achieved that miracle. The definitive answer 
to that question - including the kind of cost-benefit analysis - could only be 
arrived at by means of a longitudinal study that would take a considerable num- 
ber of years. Neither would we claim that all of the predominantly urban schools 
and projects that we visited matched the rigorous criteria that we had hoped to 
apply. But in the real world of the classroom or the centre for unemployed teenag- 
ers there are relatively few thoroughly authenticated “magic solutions". We did, 
however, discover many examples of good practice that appeared to be laying 
firm foundations for the “learning society". And we came to realise that these foun- 
dations are being put down in an unimaginably diverse range of educational set- 
tings: a bomb shelter beneath a municipal swimming pool in Finland, a chicken 
shed in Korea, a fast-food restaurant in Japan, a clutch of converted farm buildings 
in Norway, a media centre in Denmark, an Icelandic college of vocational educa- 
tion just below the Arctic circle, an Internet cafe in Ireland and a local Chamber of 
Commerce in England. 

But, ultimately, it was not the differences but the commonalities that became 
increasingly apparent as we compared notes, impressions and evaluation findings 
collected during our visits. It is true that national education systems remain as dif- 
ferent and distinct as their languages and customs - even in relatively homoge- 
neous regions of the world such as Scandinavia. But as Chapter 3 has indicated 
there is perhaps a surprising degree of similarity in government policy approaches 
to the motivation of school students and the promotion of lifelong learning. 
Equally, in the schools and youth projects we found much the same concerns 
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being expressed in all eight countries and a relatively strong consensus on how 
children could be motivated to become lifelong learners. 

In compiling the following digest of what we learned at the 24 study sites we 
decided it would be most helpful to pose virtually the same questions as were 
asked in Chapter 2. It would then be possible to cross-check to see whether our 
study confirms or contradicts some of the previous research into motivation. As 
will become apparent, the research findings largely tallied with the good practice 
that we witnessed. But we believe that this study provides some significant new 
insights, too, and raises a number of policy issues that will be discussed at the 
end of this chapter. 



What was being done to motivate disaffected and disadvantaged students 

Most of the education officials and teachers we met were unfamiliar with the 
American research into motivating difficult-to-reach students but they evidently 
shared the same philosophy as McCombs and Pope, two of the researchers 
quoted in Chapter 2. "Individuals are naturally motivated to learn when they do 
not have to fear failure, when they perceive what they are learning as being per- 
sonally meaningful and relevant and when they are in respectful and supportive 
relationships with teachers.” 

As one of the Norwegian education professionals who contributed to this 
study said, many students are "mesmerised” by previous experiences of failure. 
Time and again the teachers of disaffected and disadvantaged students told us 
that their first - and key - task was to restore children’s self-esteem and convince 
them that they did have the ability to learn. 

The records of achievement that enable young people to register the progress 
they are making are one important method of achieving this goal that has been 
adopted by several of the schools visited. And as the Icelandic chapter illustrates, 
computer-based schemes that enable students to continue working until they get 
the right answers can also help to reassure those who may have lost confidence in 
their learning abilities. 

But as McCombs and Pope say, it is not enough to reassure students that they 
can learn. The schools and youth projects we visited realised that they also had to 
offer students meaningful learning experiences. The Irish YOUTHREACH scheme 
neatly achieves both these aims by enabling unemployed 15 to 18-year-olds to 
master computer skills and then share them with members of the public. It also pro- 
vides youngsters in the poorest areas with a safe, caring environment - something 
that US research has identified as essential in schemes of this kind. 
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In Reykjavik’s Borgarholt School, maths lessons are being made more meaning- 
ful through practical exercises such as map reading. And in Kjelle School in Norway 
socially disadvantaged students are being offered specially-adapted courses in 
Health and Food Processing, Woodworking, Engineering and other subjects that 
should be highly relevant to their adult life. However, Vipunen school in East 
Finland goes one step further. Not only does it provide a wide range of practical 
skills training, it also permits students to learn “on the job” rather than in class- 
rooms. Some students get their “theory lessons" under a vehicle bonnet in the 
school's car repair workshop. Others are allowed to complete their course on the 
premises of a local employer, though they remain under the school's supervision. 

The school has realised that it has to be highly flexible if it is not only to hold on 
to - but motivate - some of its most troubled teenagers. Some students are there- 
fore even allowed to start and finish at a later time. But the principal is not apolo- 
getic about her school’s extreme flexibility, arguing that every student has to be 
treated as an individual. The hunt for the best solution is, for her, like searching for a 
hidden door. “When we find it we look for the key rather than try to kick it open”, she 
said. As indicated in Chapter 3, virtually all the schools for disadvantaged students 
that we visited believed that individualised learning experiences were essential. 

This was true of japan and Korea, too, even though their education systems are 
not noted for their individual approaches. In Shinjuku Yamabuki school in Tokyo, a 
' shift system allows former truants and drop-outs to attend on a day and time conve- 

nient to them. In Korea, a school for drop-outs run by a Buddhist sect is also provid- 
ing far more choice and freedom than they ever experienced in mainstream schools. 
Not only can they choose between eight or nine physical education options, they 
can wear their hair as they like and go barefoot if they want to. The policy at this 
school, and several others, was to loosen the reins, without letting go entirely. 

Schools in Iceland and Finland were also prepared to suspend the timetable 
for a week in order to concentrate on one subject if that would enable students to 
feel comfortable with a topic or master the knowledge that was needed to 
improve their chances of doing well in a test. However, there seems to be a con- 
sensus that students with problems need physical space as well as time. Classes 
catering for their special needs were always smaller than average - containing as 
few as six students in Finland and no more that 30 in Korea. Perhaps it was no 
coincidence either that the production school in Denmark, Kjelle School in 
Norway and Young-San Sung-|i High School in Korea all had farm settings. The 
Korean school used the farm to teach self-sufficiency, and this was singled out as 
important in other schools, such as Kjelle, too. 

The Danish, Norwegian, Korean and Finnish schools catering for the most chal- 
lenging students also offered dormitory accommodation. This not only allowed 
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some students to get away from volatile family relationships, it was another means 
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of bonding with other students and the staff. The use of the word "staff” rather 
than "teachers” is deliberate. Although it was customary for such students to have 
one trusted and caring adult they could turn to for advice and help it was not nec- 
essarily a teacher. The Scandinavian schools all had a full panoply of welfare staff 
-social workers, education counsellors, dormitory supervisors and nurses. 

This back-up was less evident in the other four countries. However, the 
English training scheme for curriculum support assistants who help children with 
special needs was another reminder of how non-teaching staff can also help to 
motivate students. And in Kuninkaanhaka school in west Finland even the can- 
teen staff were expected to act as caring role models. The oft-quoted African prov- 
erb, "It takes a whole village to raise a child”, is never more apposite than when 
talking about disadvantaged and potentially disaffected students. 



How teaching approaches and school organisation can affect motivation levels 

All the teachers we interviewed seemed to expect their students to learn. That 
may seem a trite statement, but unfortunately, as Chapters 1 and 2 pointed out, 
there is ample evidence that some teachers categorise students as good or bad 
and do not consider it their responsibility to try to change their attitudes towards 
learning. In one of the English schools where attainment levels had been low, 
teachers not only tried to restore children’s self-confidence, they let it be known 
that higher standards were expected. They apparently got the desired response. 

But, of course, demanding higher standards and greater motivation is point- 
less unless the ground is prepared for change. A more individualised approach to 
the curriculum had been adopted in most of the study sites we visited, not only 
those catering for disadvantaged students. Wherever we went we heard that 
teachers are stepping back and encouraging children to become autonomous 
learners. Lecture time is being reduced and more time is being given over to indi- 
vidual and group work, problem-solving exercises and discussion. As children 
become more used to working on their own or in groups rather than waiting for 
directions it appears to become easier for the teacher to find time to stimulate a 
child who may be less interested in the set exercises. 

The Korean church school included in this study had created more timetable 
space for group activity and discussion by reducing the time that students spend 
copying material from the blackboard. In some countries the group work was taking 
the form of simulation exercises. In Sandefjord school in Norway, for example, stu- 
dents were “manufacturing" soap from fish oil and were even using new technology 
to communicate with students in a “factory” in Germany. At another Norwegian 
school, Nesodden, students were also being given a realistic - and apparently 
motivating - taste of adult life by using Powerpoint demonstrations to report their 
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project findings. The importance of new technology can sometimes be overstated 
but these were by no means the only examples of how students' learning experi- 
ences could be extended through ICT. In Mankkaa school in Finland, for example, 
staff have found that the Internet has awakened girls' interest in computers because 
it enables them to communicate rather than merely play games. 

But computers do more than enrich a curriculum, of course. They can enable 
schools to transform the whole process of teaching and learning. The College of 
Vocational Training in Akureyri, Iceland, has established a distance learning 
course for students who cannot attend normal classes, either because of disability, 
family or work commitments, or the fact that they live in remote areas. These stu- 
dents are able to follow the school's regular curriculum and take the same exami- 
nations under identical conditions as the mainstream students. The students 
appreciate the freedom to work when they want to, and the promise of "next day" 
feedback helps to ensure that their motivation levels are maintained. 

Finnish upper-secondary students are also being given more say over what, 
where and when they study. They can, in theory, spend part of the week at a tradi- 
tional academic school and the remainder in a vocational school. In practice, time- 
tabling and transport problems still often thwart this aim. However, Finnish 
students can suspend their studies for a few weeks or months in order to pursue 
an interest or train for a sports competition. Such freedom is now becoming more 
common because many schools in both the East and West are no longer allotting 
upper-secondary students to year groups. This becomes possible when gradua- 
tion is dependent on the accumulation of a specific number of credits or points 
rather than the completion of a set period of study. This can lead to complex time- 
tabling arrangements and can sometimes prove costly in staffing terms but the 
statistical and anecdotal evidence we collected suggested that it is a relatively 
reliable way of motivating older students. 



The influence of parents 

As we indicated earlier, this study was primarily designed to examine how 
schools and out-of-school centres - rather than parents - can affect children’s 
motivation. It was not feasible to carry out our own separate study of how parents 
in eight countries might be influencing their children’s views on education. Bui if 
readiness to make financial contributions is the best gauge of how seriously par- 
ents regard their children’s education then there is little doubt that the Japanese 
and Koreans are in a different league from parents in the other six countries. The 
amount that Koreans spend on private tutors for their children is, on average, 
more than half what the government invests in state education. 
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But, of course, parents in European countries take education very seriously 
too. In Finland, for example, almost half the adult population (aged 18 to 64) is 
said to take part in some form of education or training every year. It was also 
noticeable that wherever we went in Finland, parents' representatives were intro- 
duced as key partners who not only had a say in how schools were run but the cur- 
riculum they offered. However, schools and municipalities in both the East and 
the West admitted that they were worried by the number of "latchkey” children 
who were receiving inadequate support from their parents. In Japan, family rela- 
tionships were said to be deteriorating because parents were working longer 
hours and more fathers were being obliged to work far from home. 



Extrinsic motivation 

This study suggests that extrinsic rewards - though often decried - can moti- 
vate some students in certain circumstances. Not only the very able who are com- 
peting for the glittering academic prizes but the average and less able teenagers, 
too. In Korea, vocational high school students were being coaxed to work hard by 
a partnership arrangement with junior colleges that enhanced their chances of 
winning places at the two-year higher education institutions. But this scheme also 
holds out the promise of a more stimulating curriculum that may generate more 
intrinsic interest in the subjects studied. 

Unemployed teenagers in Ireland’s YOUTHREACH programme clearly appreci- 
ated the public recognition they had received by producing a film that was shown 
on national television and reaching the final of a local enterprise competition. The 
new qualification for less academic Irish students, the Leaving Certificate Applied, 
also appeared to be an effective “carrot”. The students we met did not have any 
sense of failure for not having attempted the traditional Leaving Certificate 
programme but rather a sense of achievement for tackling the new course. 

An even more obvious extrinsic reward - money - was also helping to maintain 
some students’ motivation levels in Finland. The hairdressers and woodworkers of 
Vipunen evidently felt that the opportunity to earn cash during the summer by 
working for one of the school’s commercial enterprises was a strong reason to con- 
tinue their courses. But they were not motivated by money alone and were clearly 
proud of the skills they had acquired. 



Discussion 

Some might say that what we witnessed were not initiatives designed to moti- 
vate students to become lifelong learners but attempts to “condition" them for 55 I 
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working life in the 21st century. It is generally acknowledged that during the 
19th century and for much of the 20th, schools resembled the factories that their 
students would one day work in. Teachers were overseers, school bells were the 
factory whistle. Now, as that method of production is outdated, schools are adapt- 
ing to suit employers’ needs. Hence the emphasis on problem-solving, group 
work, individual projects, PowerPoint presentations, creativity and information com- 
munication technology (1CT). Even the repeated references to the need for self-suf- 
ficiency can be regarded in this light. Some will see it as tacit acknowledgement that 
the days of full employment are permanently over. 

But it is even more likely that the schools were responding to another reality 
- that they are now having to cope with a very different "clientele" than in the 
past. As young people are now spending more years in school it would not have 
been possible to go on offering them the same educational diet as was offered to 
under- 15s, or the most academic 15 to 18-year-olds, a generation ago. Something 
had to give - especially as 1CT is providing many more methods of knowledge 
transmission and human communication. 

This tension is particularly evident in Korea where societal and economic change 
have been especially rapid, and traditional and modern educational approaches are 
co-existing uneasily. It is often said that cultures cannot be uprooted and replanted in 
another country. But a youth culture that is created and sustained by the global media 
is perhaps one of the exceptions to that rule. In Helsinki and Seoul young people 
were wearing the same baseball caps, listening to the same music and wearing identi- 
cal sports gear. It therefore seems improbable that the kind of systemic student- 
centred education reforms described in the Korean chapter can be resisted much 
longer. Nevertheless, it will be a long time - if ever - before a universal curriculum and 
teaching strategies are adopted. The schools of the East and West remain very 
different, despite their occasional, freakish similarities. 

It is therefore very difficult to say whether the schemes and teaching strategies 
that are specific to certain countries could be transferred from the Occident to the 
Orient, or vice-versa. It is even hard to point to the good practice that should be 
adopted by countries in the same regions. OECD member governments and their 
municipalities, head teachers and teachers will be the best judges of that as they 
have an intimate knowledge of their own systems and practices. 

In any case, it could be argued that none of these initiatives will - on their own - 
guarantee that lifelong learning habits are embedded in the young. Children and 
adults need to be more than motivated if they are to become lifelong learners. They 
also need to be curious and persistent. Some of the statistics and official testimo- 
nies that are set out in the country chapters suggest that many of the young people 
we encountered will develop all of these traits. But such evidence can never tell the 
I 56 whole story. The individual anecdotes collected during a study of this kind can also 
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be highly revealing. Two, in particular, highlight what we consider to be fundamental 
truths that must be borne in mind whenever the subject of student motivation is 
discussed. Both came out of the Finnish study but, in this instance, the country is 
irrelevant as the conversations could have taken place in any of the other seven 
countries. What these two anecdotes underline is that attitudes towards learning are 
not only determined by schools, important though they are. 

At one lower-secondary school a special needs teacher said that some of her 
most troubled students could not settle down to work in the morning until they 
had had an opportunity to talk about their personal and family problems. At 
another school in an area of Eastern Finland that suffers from high unemployment 
a former student was brought in to air his sardonic views on the vocational course 
he had just completed. "I’m glad I did the course... if I hadn’t done it I would not 
have qualified for unemployment pay.” 

The first anecdote confirms that children’s interest in schoolwork cannot be 
kindled if their personal lives are clouded by domestic strife, poverty or crime. 
The second reminds us that the task of engaging less able students becomes infi- 
nitely harder if they suspect that there will be no jobs for them when they leave 
school - no matter how hard they work. 

Members of the Board who discussed this study at their November 1999 meet- 
ing stressed that the following factors can also undermine efforts to promote student 
motivation for lifelong learning: the policy of forcing lower achievers to repeco 
grades; the short-sightedness of some employers who encourage young people to 
leave school prematurely - particularly where the economy is booming - and then 
provide them with little or no education and training opportunities; education sys- 
tems' general tendency to expend too much effort on sorting and grading students 
rather than developing their abilities and improving their attitudes towards learn- 
ing; and schools’ failure to harness the power of the youth culture that often seems 
far more relevant to teenagers than a curriculum dictated by adults. The importance 
of some reflection on policy process and raising the motivation level of 
policy-makers themselves was also underlined. 

None of these problems is new and none will be solved easily, if at all. Never- 
theless, there is much in the following country chapters to make us optimistic that 
a great deal can be achieved in even an imperfect world. 
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Lifelong learning : Our study shows that governments appear to have placed 
lifelong learning at the centre of their educational policy-making. They have 
achieved a consensus on some key issues in the lifelong learning agenda, includ- 
ing school organisation, curricula, and support services. Now it is crucial to clarify 
the roles of education institutions and other stakeholders, such as communities, 
parents and employers. Related issues such as accountability, financing and 
resource allocation also need to be carefully considered. 

Issues for higher education: Competition for entry to higher education has 
caused some governments to express concern about the implications of intensive 
examination preparation. Yet, changing the traditional exams system was not high 
on the agendas. Some countries have introduced new learning assessment tools 
such as records of achievement. But such tools will have only limited value if 
higher education institutions or employers do not acknowledge them. 

Teachers: Like their students, teachers need incentives to change. They, too, 
must be motivated to take on an agenda for lifelong learning. In most countries, 
training to equip teachers for innovation appears to be insufficient. The goal of 
developing a lifelong learning culture is unlikely to be achieved if teachers and 
school managements are inadequately prepared for such a revolutionary change. 

Gender issues: These may be receiving insufficient attention. In some coun- 
tries, there are marked gender differences in young people’s post-secondary edu- 
cation and career pathways. It is most likely that these disparities affect their level 
of motivation. Yet government policies seem to give little attention to this issue. 
Although boys are often harder to motivate and girls lack motivation in specific 
subject areas, these problems are not being addressed fully either. 

The importance of students' perception and input: During our visits, students' per- 
ceptions and experiences were quite revealing. Reflecting their views on policies 
and programmes is essential as one of lifelong learning’s key features, a learner- 
centred approach, places emphasis on students’ initiative and "ownership" in learning. 
The days when they were merely passive recipients of knowledge are over. 
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Above-average students: Initiatives aimed at raising student motivation appear 
to be focused on the disadvantaged and disaffected. This is not only sensible but 
commendable. However, it would be wrong to exclude academically successful 
children from the discussion about motivation and lifelong learning. A student 
who has been drilled to perform well within the conventional educational system 
may not be equipped for lifelong learning. 

Research relevant to policy priorities: If policy development is to be properly 
informed, relevant research is essential. In some countries there was a surprising 
absence of formal evaluation studies on innovative projects. Longitudinal 
research on the factors that promote lifelong learning would be particularly help- 
ful. More research into how motivation levels are affected by a young person's 
developmental stage and different learning and career pathways could also be 
extremely useful. 



COUNTRY CASE STUDIES 



DENMARK 




Land area in square kilometers: 43 000. 

Total population (1998): 5 301 000. 

Youth population - under 15 years (1998): 

- 959 481 , 

- percentage of total population: 18.1%. 

Youth unemployment (1998): 

- 15-24 year-olds: 7.2%. 

Percentage of 18-year-olds in education (1998): 74%. 

Per capita GDP (1997 prices): 25 514 USD. 

Birth rate per 1 000 population (1996): 12.9. 

Sources: Labour Force Statistics: 1979-1998, OECD, Paris; Annual National Accounts, Main Aggregates, 

Volume 1, 1999, OECD, Paris; Education at a Glance, OECD Database 1999, Paris. 
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Country context 



Education: Human resources have long been considered Denmark’s main 
asset and education is seen as an important factor in the country’s economic 
success. "It (education) is a way of life among the Danes, a rarely questioned, 
deeply held value.’’* Education is compulsory from the age of 7, but nearly all 
children attend at least one year of pre-school classes. The municipal folkeskole 
provides compulsory education for nine years, plus an optional tenth year, 
which was introduced in the mid-1970s and is now completed by the majority 
of students. After leaving the folkeskole at the age of 15 or 16, 95 per cent of 
young Danes proceed to some form of “youth education’’. Just over 50 per 
cent go into general upper secondary education, more than 40 per cent enter 
vocational education and most of the remainder follow individual pro- 
grammes designed for those who are not willing or able to follow the two main 
streams. Almost three in four 1 8-year-olds are enrolled in secondary educa- 
tion, compared to an OECD average of 5 1 per cent ( 1 996 figures). But no less 
than 84 per cent of young people complete some kind of youth education. 

Economy: In a few decades, Denmark has transformed itself from a predomi- 
nantly agricultural society into an advanced post-industrial economy. Agricul- 
ture still accounts for nearly 40 per cent of exports but employs less than 5 per 
cent of the workforce. The emphasis has been switching to the production of 
high technology goods that meet exacting standards. A very substantial pro- 
portion of these goods is exported. Denmark’s GDP per capita is one of the 
highest among OECD countries (US$32 000 in 1997), and private investment, 
disposable incomes and consumption have all increased rapidly in recent 
years. The country’s satisfactory growth rates, together with structural reforms, 
have resulted in a substantial decline in unemployment, from 12 percent 
in 1993 to just under 6 per cent in 1999, and unemployment among 15 to 
24-year-olds is now relatively low. The percentage of women in the workforce 
is high, but has been declining lately. In the labour market, a clear distinction 
is made between skilled and unskilled workers, which may be one of the 
motivations for young people to obtain qualifications. 
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* In addition to the background report prepared by the Danish authorities for this study, two recent 
OECD reports on the transition from initial education to working life have been used here. They pro- 
vide a comprehensive description of the system and a stimulating analysis of the problems which are 
often closely related to student motivation issues. See Thematic Review of the Transition from Initial Education 
to Working Life. The Danish Country Report, Ministry of Education, June 1998; ‘‘Country note: Denmark", 
OECD, March 1999. 
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Student motivation issues 

Denmark’s demographic and economic background should be borne in mind 
when looking at the problem of student motivation for lifelong learning. Falling 
birth rates have meant that fewer young people have been completing their sec- 
ondary education and entering the labour market (the birth rate is just beginning 
to rise again). This has two effects that are relevant to this study. First, since the 
schools are financed on a per-capita basis, they are competing to attract more 
students. As many schools are small, recruitment is often a matter of survival. 

The second implication is that employers are increasingly looking for skilled 
labour, especially in sectors and occupations that are considered unattractive. As 
a result, there is pressure from both the education sector and from industry to 
encourage young people to continue their studies and to acquire a qualification. 
This is reinforced by legislation which stipulates that unemployment pay should 
cease after a limited period if a young person does not accept either the jobs 
offered to them, or additional training. 

But the most important factor to be considered with regard to motivation is 
probably the Danes’ tradition of valuing education and the general belief that a 
democratic society cannot accept exclusion. In addition, with an economy that is 
technologically advanced and is competitive largely thanks to its skilled labour, 
force, the requirements for not being left behind are comparatively higher than in 
other countries. 

While intake into upper secondary education is clearly above the OECD aver- 
age, the retention rate is not seen as satisfactory, particularly in comparison with 
other Nordic countries. As a result of substantial drop-outs, particularly in the 
vocational stream, approximately 84 per cent of a cohort complete a youth educa- 
tion. The Ministry of Education now recognises that vocational education is 
insufficiently attractive and the drop-out rates are too high. 

A 1998 Danish government report 1 identified low skill acquisition as an impor- 
tant problem, and suggested this was linked to inadequate motivation and incen- 
tives to complete upper secondary education and pursue higher-level studies. 
This critical view contrasts sharply with the very positive picture usually found in 
the national and international literature (including the OECD’s 1999 report on the 
transition from school to work). It may be because one of the contributors to the 
report was the Ministry of Finance, which has been accused of putting more 



1. Ministries of Education, Research Labour, Business, Finance, Economic Affairs and the 
Prime Minister’s Office, K valitet i uddannelsessystemet. 
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emphasis on the cost and effectiveness of the system than on its educational and 
social value. 

The issue of drop-outs has received much attention from researchers and pol- 
icy-makers. A research project called “Education for All”, undertaken in the mid- 
1990s, found, unsurprisingly, that social background has an important impact on 
participation in youth education. But it also discovered that youngsters who had 
succeeded in lower secondary school went on to some form of further education, 
even when they came from low-income and poorly-educated families. This sug- 
gests that the quality of teaching in primary and lower secondary education 
should be a focus of further studies. 

The “Education for All” research found that many girls with poor academic 
skills drop out of vocational training and many of them complain that the course 
had too little practical content. Some students criticise the quality and organisa- 
tion of the teaching: almost one-third of those who drop out say that teachers are 
not good enough. Students would prefer more varied forms of teaching that allow 
them to play a more active role. They would also like to have more attention paid 
to their opinions. The study also established that youngsters attach great impor- 
tance to personal and social development: more than one quarter of them gave 
poor social climate as the reason for dropping out. This concern was quite obvious 
when discussions were held with students during the visit. 

It should be underlined that a substantial proportion of the apparent drop- 
outs are, in fact, moving from one type of education to another (especially from 
the gymnasium to vocational schools and, to some extent, from vocational schools 
to individual programmes). Moving around and taking much time to complete an 
education seems to be a Danish trait that is encouraged by the diversity of the 
system and by its comparatively high degree of flexibility. It may be partly justi- 
fied by the fact that most young people are working part-time while studying 
- which suggests that they are not wasting their time. 

The complexity of the education system and the diversity of pathways make 
guidance and counselling particularly important. They are fairly well developed in 
Denmark, but have come under criticism. Several institutions and types of staff are 
involved and the quality of provision and the level of staff training vary greatly. 
Many counsellors are not sufficiently trained in labour-market issues and the 
system does not seem to pay enough attention to the most vulnerable groups. 

Immigration is a rather recent phenomenon in Denmark and the proportion of 
young people coming from countries such as Turkey, Pakistan and the former 
Yugoslavia is still comparatively small. Some of them seem highly motivated to 
study and to do well at school. But many have a language handicap and face prob- 
lems of cultural and social integration. It may be more difficult for them to find 
their ways in a complex system. 
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Main policy approaches 

Various educational policies have been developed to meet these challenges. 
Since 1996, all young people under the age of 25 who have neither an occupational 
qualification nor one that allows them to enter tertiary education have been obliged 
to - or had the right to - participate in education for at least 18 months. In 
November 1998, a "Development Programme for Youth Education” was introduced 
in the Danish parliament. It stated that 95 per cent of young people should 
complete a full youth education and 50 percent should complete further education. 

In order to reach these targets, two sets of measures are being implemented, 
which are in line with the educational policies that the Danish government has 
pursued for several decades. They aim to: 

• Further improve the quality, efficiency and attractiveness of mainstream 
upper secondary education. 

• Offer alternative opportunities or safety nets for those who are not willing or 
able to stay in the mainstream. 

Improvement in general and vocational education 

The "Education for All” research stimulated discussions at the national level on 
student participation and retention and helped to reduce drop-out rates. More 
recently, government initiatives such as Reform-2000 of the vocational and education 
and training system 2 have addressed the same issues. It proposes that: 

• Vocational education should become more attractive and have higher status. 

• Students should be able to switch programmes. 

• Vocational programmes should offer more possibilities of proceeding to 
higher levels of study. 

• The curriculum should be more focused on preparation for lifelong education. 

These objectives would require: 

• More individual pathways. 

• A new approach to teaching and learning: the role of teachers would be 
modified, with more teamwork, and more emphasis on guidance and 
individual coaching of students. 

• A more inviting college culture. 



2. On the basis of the paper prepared by: Finn Christensen, The Important and Innovative 
Features of the Reform -2000 of the Danish VET System, Ministry of Education, January 1 999. 
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• More options for low-achievers such as a certificate for specific vocational 
skills that would be on a lower level than the existing qualifications for 
skilled workers. 

The national "Development programme" is not limited to vocational education. 
It aims to make the entire youth education system broader and more coherent by 
"building bridges” between different sectors of education. Other goals include: eas- 
ing the transition from lower to upper secondary education; promoting more self- 
directed student activities; developing educational and vocational guidance; and 
improving the quality of education and level of student performance. 

Many local initiatives could also have a significant impact. Some are seeking 
to establish a closer relationship between schools and parents and to encourage 
recent immigrants to send their children to the kindergarten. Local authorities are 
also concerned with the other end of the age range as they have a legal duty to 
make sure that school-leavers either find a job, get some training or go back for 
more education. 

Alternative youth education programmes 

In 1993, a new programme of basic vocational education and training was estab- 
lished to meet the needs of less academically-minded young people. As it is adminis- 
tered by local authorities, its development has been uneven. The general reluctance 
to promote training activities that do not lead to a recognised qualification has been a 
further hindrance. 

The open youth education programme is more innovative. It is intended for young 
people who are not attracted by more traditional programmes of youth education but 
is also available to adults. Students compose their own programme from a variety of 
courses with the help of an authorised guidance counsellor, and they can include 
study visits abroad. During the programme, which lasts at least two years, students are 
connected to a state-recognised institution and are supported by a counsellor. 

One survey indicated that only 30 per cent of the participants would have pur- 
sued another form of education if this opportunity had not been available. But 
only 2 per cent of young people take part in the programme and it is unlikely to 
be extended. 

The production schools represent the third alternative programme of youth educa- 
tion. Created in 1980 by the Ministry of Education to combat youth unemployment, 
there are now 105 of these schools. They have a duty to "provide integrated learning 
and production programmes for young people under 25 years of age with no prior 
post-compulsory education [...) to strengthen personal growth in participants and 
enhance their opportunities in the education system and their employability". 
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Production schools are also designed to meet local needs and they differ 
widely, depending on their origin and inspiration. Some have been influenced by 
the people’s enlightenment tradition of Grundtvig, the philosopher and educa- 
tionist who founded the Folk High School. Others are based on the concept of 
learning by doing, and a third group has grown out of various municipal projects 
for unemployed people. 

As they are not part of the formal school system, production schools do not 
require participants to enrol for fixed periods. Initially, they catered solely for 
unemployed youth, but this limitation was lifted in 1996. 

In addition to these main programmes, five cities have residential schools 
offering labour-market courses for marginalised groups. The municipalities also 
run training programmes for young people who have been out of work for a 
prolonged period, usually at least three months. 



“The complexity of the education system and the diversity of the pathways make 
guidance and counselling particularly important." 

"The objectives are to stimulate interaction and to encourage the participants to express 
themselves and to learn to respect other people." 



Study sites 



Case study No. 1 




Institution : 



Location : 



Starting date : 



Produktionshojskolen 
Svendborg, Funen Island 
1984 





Svendborg is one of Denmark’s 105 production schools but it aims to do more than teach 
vocational skills. Its real goal is to produce young adults who are ready for life. 




This is one of the most important production schools in the country. It was 
established in an old farm that was renovated and enlarged by the students them- 
selves. The management seems to enjoy a fair amount of autonomy, under the 
responsibility of a board, which includes representatives from employers, trade 
unions and the municipality. Most of the financing, which is only for those aged 16 
to 25 is provided by the Ministry of Education. Less than 10 per cent comes from 
the municipality and sales of products and services. 



69 | 




© OECD 2000 



65 



Motivating Students for Lifelong Learning 



Provided they attend regularly, the participants receive weekly unemploy- 
ment benefits of DKK 440 (US$62) up to the age of 18 and DKK 1 070 afterwards if 
they are not living with their parents. The school has 47 employees and 
230 students (called "participants") at a time. They come from 1 1 local communi- 
ties and stay from two months to two years - but the average is about eight 
months. Most participants have stayed in school until grade 9 or 10, but have then 
failed or dropped out. The main objective is therefore to motivate them to study 
again, rather than to prepare them for a job. 

The emphasis is put on integrated learning and on a student-centred 
approach. The day usually starts with an informal group meeting, where any topic 
may be discussed. The objectives are to stimulate interaction and to encourage 
the participants to express themselves and to learn to respect other people. The 
daily, communal lunches for students and staff are accompanied by readings, 
stories and songs. 

The only set studies are in Danish language and maths, which are taught twice 
a week for two hours by outside teachers to those participants who wish to attend. 
Participants can also follow five or six-week courses that have been specially 
designed for them at local vocational schools where they are able to use more 
sophisticated equipment. Some participants may spend a few weeks in a firm, 
with constant support and supervision by the school. 

The school’s 19 departments offer a range of activities that take account of the 
young people’s needs and those of the market. Normally, the participant stays in 
one department, but it is also possible to move between departments. Most of 
the activities are based on what could motivate the young people. They include: 

• Auto-mechanics : the participants assemble karts, or parts of an old car, or do 
simple repairs for an outside client. 

• Theatre and music practice: this is primarily for self-development and expression 
but the music group also performs outside the school. 

• Kitchen: the participants prepare food, including bread and pastry, for the 
whole school. 

Three counsellors are attached full-time to several departments. They visit 
each of them every week and have discussions with the group on social behaviour 
and on any problem that may arise. They have regular individual contacts with all 
participants, discuss their plans and try to help them to solve their educational 
and personal problems. Participants have a logbook in which they and the coun- 
sellors can record their activities and progress. Counsellors are also responsible 
for organising work-experience placements. 
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One counsellor helps participants who have serious problems concerning 
housing, drugs or alcoholism. A house is available for those who have nowhere to 
live and the school maintains close contact with social services officials. 

The media centre is particularly impressive. It is located in separate and very 
pleasant premises in town, and has its own cafeteria. It had 95 participants at the 
time of the visit and admits 150 a year. It houses nine of the school’s departments, in 
such areas as graphics, computer maintenance, local radio broadcasting, digital edit- 
ing of TV programmes, journalism, and designing home-pages for the Internet. The 
centre owns no fewer than 100 computers and has the most up-to-date technology. 
The initial equipment was provided by the Ministry of Education, but some of the 
later purchases have been funded by the sales of products and services. 

It is surprising to see the participants doing jobs that look very professional 
and complex, although they are said to have a low level of education. The work 
they do looks so exciting and the environment is so pleasant that an outsider 
would expect that youngsters might prefer to work there rather than study in a reg- 
ular school. In fact, almost all candidates are accepted and the waiting list is rela- 
tively short. This is because production schools do not offer a formal qualification 
and have traditionally been seen to cater for the least talented youngsters. 

In the centre, as in the rest of the production school, it was strongly empha- 
sised that the objective is not to prepare participants for a job, but to help them 
to develop their personality and an awareness of what they want to do. Returning 
to school for more education is the goal. There are no statistics on what happens 
to participants after they leave, but apparently the majority do go back for some 
kind of education. Even the practical competence they can acquire in the media 
sector is not sufficient to make them very attractive for employers, who can find 
other candidates with more education. 



Case study No. 2 



Institution: 
Location : 
Starting date : 



KoegeHandelsskole 
Koege, Zealand Island 
1996 



The realisation that weaker students in the vocational stream were not thriving has 
prompted this upper secondary school to rip up the timetable and start again. 



This school provides vocational courses and upper secondary education with 
a vocational emphasis to the equivalent of 1 500 full-time students. The school is 
largely autonomous and is governed by an executive committee including repre- 
sentatives of business and unions. But the Ministry of Education is the main 
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source of financing. It funds the school on a per-capita basis (the so-called "taxi- 
meter” system), which is an incentive to recruit more students. Additional income 
is produced by courses for adults and some consultancy work. 

The school has a charismatic principal and is regarded as one of the best in 
the country. Its premises are spacious and well-designed and it is generously 
equipped with modern computers. In 1996, the school asked the government for 
additional resources to offer new activities to weaker students in the vocational 
stream. The ministry agreed to the request on condition that an innovative project 
was developed. 

As a result, the vocational stream students no longer need to attend tradi- 
tional classes. New methods of teaching have been introduced and a closer rela- 
tionship between the students and the teacher has been established. The 
students are given options and select what they want to study, after consultations 
with their tutor. There is a tutor for each team of 10 to 12 students. Each team cov- 
ers a full range of subjects and is responsible for the planning of all activities. Stu- 
dents divide their time between work of their choice and team activities. There is 
a lot of emphasis on activities which may contribute to the development of the 
personality and of socialisation. A logbook will be introduced to monitor the 
progress of each student. 

Studies take place with members of other teams. They may involve courses on 
a given subject, case studies, project work or simulation exercises (for example, 
simulation of an office environment for students of commerce). 

Surveys have shown that teachers are generally positive about the new sys- 
tem. Typical comments are: "The job is more interesting, they know the students 
better, they are more open to each other, the workplace is more democratic and 
some of them like the longer teaching periods that the system involves.” However, 
teachers also have some negative comments: “There is too much work, too little 
time for counselling, uncertainty as to who has learnt what - and when [ ... ) it is dif- 
ficult to know where you are in the process - and to see the aim clearly (...) also 
difficult to take over from one teacher to another during a course." 

Discussions were held during the visit with a group of teachers who were com- 
paratively young and appear particularly motivated. They consider themselves 
developers” rather than teachers and none would like to return to the old.system. 
It is much more fun like this”, one said. Teaching is now far more inter-disciplinary 
and teachers sometimes have to develop courses and presentations about a sub- 
ject that is entirely new to them. But some of their colleagues had been unable to 
adapt to the new system and had asked for a transfer into the regular stream. 

A survey of students also drew mixed responses. Two of the positive com- 
ments were: “The daily work seems more meaningful and less boring [ . . . | it is eas- 
ier to make friends.” But some felt the system could be chaotic and there was 
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some uncertainty as to whether they were learning enough. The students who 
were interviewed during the visit were often shy and reluctant to draw compari- 
sons with other schools. However, the teachers believe that the students would 
not like to move back to the traditional school. 



Case study No. 3 




Institution: 
Location: 
Starting date : 



HF-Sofart 

Svendborg, Funen Island 
August 1998 





The designers of a new course in shipping and marine engineering hope that the prospect 
of work-experience at sea will encourage less academic teenagers to prolong their general 
education. 




As young people in Denmark are no longer willing to accept the constraints 
that maritime occupations have always entailed, there is now an acute shortage of 
qualified personnel and specialised schools are under-utilised. Employers would 
also like to recruit staff with a better general education. 

Principals of several maritime schools and of a high school have therefore 
organised, on their own initiative, a three-year sandwich course leading to a new 
hybrid qualification. Recruitment fakes place after the completion of lower sec- 
ondary school (grade 9 or 10). Education and training periods alternate between: 

• A gymnasium. 

• Two technical colleges specialising in navigation and in marine engineering. 

• A pre-sea private (Christian) school, which provides basic and practical 
training. 

Two years are spent in the gymnasium and six months in each of the technical 
schools. A first group of 23 students (all boys) was recruited in August 1998. 

At the time of the visit, they were in their seventh week in the gymnasium. 
Although following a different path from the other students, they were expected to 
undertake the same programme and to sit the same examination as the other 
vocationally-biased students. During their first months at the gymnasium, the 
behaviour of the shipping and marine engineering students was considered unsat- 
isfactory, and teachers felt that they were weaker than the others in academic sub- 
jects. But it was hoped that they would catch up before the end of the course. 

The students who were interviewed appeared to be self-confident and 
strongly motivated. They were well aware of the new opportunities offered to 
them and were keen to have some practical experience (the course allows them to 
go on board a ship for short periods). They were also aware that preparing for a 
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double qualification gives them more time to think about their future. Both 
aspects may attract more students to the course. 

It is too early to assess how successful the course will be. But other schools in 
Jutland are taking an interest in the project, and a larger group of students, which 
included girls, was recruited for the course in August 1 999. 



* * * 



Innovation and effectiveness 

Having reviewed the main policies and the three projects which illustrate 
them, three questions arise: 

• To what extent are they innovative and relevant to student motivation? 

• Are they cost-effective? 

• Are they replicable on a larger scale (which is related to the cost-effectiveness 
issue)? 

Innovative and meaningful experiments 

The extent to which the three projects are innovative could be argued, since 
they are clearly in line with established policies that have emphasised flexibility, 
individualisation, and student-centred approaches. However, they go one step 
further than has been usual in Denmark, and probably much further than schools 
in many other countries. 

The emphasis on individual students, especially the weaker ones, is impres- 
sive. It is particularly remarkable that (at least in the first two projects), the objec- 
tive is often not to prepare students for instrumental targets - not even for getting 
a job - but to develop their personality, their autonomy and their self-confidence. 
It is assumed that with more maturity, and in a pleasant environment, they will be 
more motivated for further studies, which in turn will prepare them for the world of 
work and its rising requirements. 

The attention to the individual learner is also not limited to educational prob- 
lems. These projects often have to deal with youngsters who have personal, family 
and social problems. Helping young people to overcome them is a prerequisite 
for motivation and success in academic work. 

Individualisation seems to be a permanent concern of Danish policies, but 
these students are given an exceptional degree of freedom to decide what they 
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want to do and how. This may well be motivating because studying in this way is 
more exciting. The emphasis on self-learning also lays the foundation for lifelong 
learning. 

Other countries have combined general and vocational courses in order to 
prepare for a double qualification but it was new in Denmark and was indeed a 
recommendation of the OECD report on transition from initial education to work- 
ing life. What sets the marine engineering initiative apart is the fact that it was 
achieved through a partnership of very different schools. It will be interesting to 
see whether the prospect of more practical activities and work experience does 
encourage less academically-minded youngsters to follow a longer course of 
studies that contains a substantial proportion of general education. 

One striking feature of the Danish projects is the role played by local initiative 
in the conception (in two of the cases) and development of the innovation (all 
three). The school management, assisted by a board that represents a wide range 
of local interests, enjoys considerable freedom and the central administration is 
primarily there to provide support and resources rather than give directions. 
Teachers are also very involved in developing curricula and teaching methods 

Another interesting aspect is that a single major innovation (individualisation, 
bridge-building and partnership; learning by doing) has generally entailed a com- 
plete set of new learning approaches. They imply a more learner-centred peda- 
gogy, a changing role for teachers, and more work experience. In other words, one 
innovation opens the door to others - or maybe these are necessary for the sake 
of coherence. 

A characteristic which is common to the three projects and which seems to be 
specific to Denmark, is the importance attached to the learning environment and 
the social context. All the sites visited were spacious, lavishly equipped and 
nicely decorated. This was generally seen as a way of showing respect for stu- 
dents, including the most underprivileged ones. It is also a way to make the 
school more attractive. Equally remarkable was the importance that students 
attached to social relationships in school. In Denmark, a friendly atmosphere and 
the organisation of social events contribute to the prestige and attractiveness of 
an educational institution. 

Effectiveness 

A few scattered indications were obtained about the cost of the three 
experiments: 

• In the commercial school, the start-up cost, underwritten by the Ministry of 
Education, was rather high, but it is estimated that the recurring costs are 
not much higher than for traditional courses. 
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• The Svendborg course costs more than usual because it lasts three years 
rather than two. 

• The annual cost per participant at the production school was estimated at 
DKK 80 000 (slightly more than US$10 000), which corresponds to DKK 63 
per hour. This does not include the allowance given to the participants. The 
cost per student in the vocational schools would be slightly lower on average, 
but much higher for a comparable type of training. 

But cost-per-student figures have very little meaning. A more useful cost- 
benefit analysis would have to include the indirect benefits of the experiments. 
And considering the type of population concerned, one should consider the alter- 
native cost, for the individual and society, of not attending an educational institu- 
tion. This is not always measurable. There are, however, national statistics showing 
that about 40 per cent of the production school participants continue their education 
or training, 20 per cent get a job, and 1 5 per cent find a subsidised job. 

There are some statistics relating to the commercial school that are also worth 
bearing in mind. First, at the final examination, the school’s students had better- 
than-average marks. Second, the drop-out rate went down from 12 to 6 per cent. 
Some schools have a drop-out rate of 16 per cent. 

Replicability 

The issue of replicability may be addressed in different ways: Is it desirable? 
Is it feasible from a financial, institutional and social point of view? The answer to 
these questions differs according to the programme. 

The extension of the individualisation experiment in the commercial school to all 
vocational programmes is apparently now an objective of the Ministry of Education, 
but there are no plans to extend it to the regular high school stream. It is recognised 
that the initial period of development and experimentation was very demanding for 
the teachers and required additional resources provided by the Ministry. 

The extension of a partnership between a gymnasium and technical schools to 
prepare double qualifications for various occupational sectors seems unlikely. 
Some believe that as there is already a great deal of flexibility in the system, this 
type of extension is not necessary. 

The production schools are in a rather paradoxical situation. On the one hand, 
it is generally recognised that they are successful. However, the sharp fall in unem- 
ployment, together with financial restrictions, have discouraged the Ministry of 
Education from financing any increase in student numbers. The sites visited did 
seem expensive but very high unit costs could also probably be observed in a 
number of small, and sometimes under-utilised, institutions. 
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Of course, the weight of traditions and cultures also has to be taken into 
account. It was interesting to observe that teachers do not react to the innovations 
in the same way. Teachers from vocational schools seem more traditional than 
those in the production schools, but probably less so than those of the gymna- 
sium. The success of the innovations observed is due largely to the high motiva- 
tion of a specific group of teachers - and to the charisma of some managers. 
Whether teachers in general will participate in the pedagogic revolution which 
involves shifting from a teaching (or teacher-centred) approach to a learning (or 
learner-centred) approach remains to be seen. 

In any case, the educational challenges implied by the three projects should 
not be under estimated. Broadly speaking, the basic goal is to attract young peo- 
ple who are supposed to be less talented and to upgrade their level to normal 
standards, thanks to non-conventional methods. This will require a large-scale 
programme of in-service training. 



Commentary 

In a country such as Denmark where education is highly valued and broadly- 
based, where participation is high at all levels and where there is a long tradition 
of lifelong learning, one might have doubted whether there was any problem of 
student motivation. This brief review suggests that there is, but probably at a 
higher level and for a smaller group of young people than in most other countries. 
It is also evident that the problem is being addressed by national policies and by 
individual institutions, with an impressive level of resources and of dedication. 

Denmark is a rich country, but it would not be sufficient if the national culture 
and traditions were not so concerned with education and with the disadvantaged 
population. Clearly, the Danes are managing to motivate some disadvantaged 
young people, at least in a number of institutions, but in view of their specific 
context, there may be limits to the transferability to other countries. 
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Savonlinna: 

Study site 1 



Pori: 

Study site 2 



Espoo: 

Study site 3 



Land area in square kilometers: 338 000. 

Total population (1998): 5 153 000. 

Youth population - under 15 years (1998): 

- 958 458, 

- percentage of total population: 18.6%. 

Youth unemployment (1998): 

- 15-24 year-olds: 22.0%. 

Percentage of 18-year-olds in education (1998): 85%. 

Per capita GDP (1997 prices): 20 488 USD. 

Birth rate per 1 000 population (1996): 11.8. 

Sources: Labour Force Statistics: 1979-1998, OECD, Paris; Annual National Accounts, Main Aggregates, 

Volume 1, 1999, OECD, Paris; Education at a Glance, OECD Database 1999, Paris. 
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Country context 



Education: The Finnish people place a high value on education, and 
opinion polls repeatedly show that almost 90 per cent of the public are 
satisfied with the education system. Its teachers are among the best-edu- 
cated in Europe and international studies suggest that Finnish children 
are highly literate. The Finns are also considered to be excellent linguists 
even though they have had a reputation for being "silent in two languages” 
- the national languages of Finnish and Swedish. The lack of recent statis- 
tical evidence makes it harder to assess performance in maths and science 
but the government would like to see more students taking advanced 
courses in these subjects. The Ministry of Education’s overall educational 
and training development goals are: high-quality education, equal oppor- 
tunities and lifelong learning. Its expert agency, the National Board of Edu- 
cation, has produced a skeleton national curriculum, but as substantial 
powers are now invested in the 452 municipalities and individual schools 
the curriculum can be adapted to meet local needs and reflect parents’ 
wishes. Finnish schools also face little or no accountability pressures in 
comparison with some other countries. 

Economy: Over the past six years Finland has been recovering from the 
worst recession that any OECD country has experienced (OECD, 1998). The 
1990-93 slump was partly caused by the collapse of the Soviet Union, 
which had a serious effect on the Finnish textile industry. GNP fell by 
12 per cent and about 450 000 jobs vanished (Ministry of Labour, 1998), a 
massive loss for a country with a population of just over 5 million. Fin- 
land’s growth rate is now well above the euro-area average and the unem- 
ployment rate dropped to 10 per cent last year. The jobs shortage remains 
a concern in the North and the East but Finland can now claim to be 
Europe’s leading hi-tech economy. Its standard-bearer, Nokia, is the 
world’s biggest manufacturer of mobile phones. Finland remains an arche- 
typal Scandinavian welfare state and the Social Democrat-Conservative 
coalitions that have governed the country for the past five years have 
been criticised for cutting expenditure on welfare services. One in four 
Finns receives social security benefits but many see this as an essential 
part of a healthy social policy. 
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Finland’s drop-out statistics and matriculation rates suggest that the country’s 
teenagers are much more highly motivated than their contemporaries in most 
other nations. Only 200 15-year-olds out of 65 000 drop out before completing 
lower secondary school. More than 90 per cent of 17-year-olds are still in school 
and only 2-4 per cent of upper secondary school students fall by the wayside each 
year. Furthermore, the proportion of 18-year-old upper secondary school students 
passing the matriculation exam (about 94 per cent) is impressive. The vocational 
schools’ drop-out rate is about 10 per cent but still below most other countries. 
And as Finland will have 29 polytechnics (AMKs) by the end of this year almost 
one in three vocational students is going on to higher education. 

Truancy levels also appear to be low at all stages of education but there are no 
statistics to confirm this. There is, however, statistical evidence that the self- 
esteem of Finnish teenagers improved during the first half of the 1990s (Korpinen, 
1990). In 1990, 60 per cent of students said they were "satisfied with themselves”, 
but a 1995 study found that this figure had risen to 79 percent (Tuomi, 1995). Finn- 
ish children also tend to rate their schools highly in terms of the opportunities to 
make friends. But some research (Linnakyla et al., 1996) indicates that only 50 per 
cent of Finnish students are happy at school. Finnish-speaking students often 
resent having to learn Swedish, which is the mother tongue of 6 per cent of the 
population, even though many career paths are closed to those who cannot speak 
the language. Science appears to be almost as unpopular and teacher-student 
relationships do not appear to be ideal either. One study (Kannas, 1995) found 
that Finnish boys and girls felt that they had much less encouragement from 
teachers to express opinions than young people in other countries - even those in 
neighbouring Scandinavian nations. 

Perhaps predictably, Finnish boys appear to be generally harder to motivate 
than girls. They are said to enjoy some subjects - such as history - but more than 
80 per cent of comprehensive school principals (Jakku-Sihvonen and Lindstrom, 
1996) believe they present a greater challenge than girls. However, it is acknowl- 
edged that motivational problems cannot be wholly explained merely by refer- 
ence to gender and curriculum. Half of the comprehensive school principals 
ascribed differences in students’ motivation levels to cultural and social factors. 
Another study (Valijarvi and Tuomi, 1993) reported that upper-secondary stu- 
dents’ motivation could be largely explained by the level of academic success 
they had experienced at comprehensive school. 

The still substantial level of youth unemployment must also have an effect on 
motivation levels. The jobs shortage will inevitably cause some students to work 
harder and others to give up. Much the same can be said about the shortage of 
higher education places. Only 20 000 of the 50 000 applicants for university places 
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are accepted each year. Some students consequently apply four years running 
before finding a place - an indication of the determination some young Finns 
show in their quest for higher education - but others must be left demotivated by 
the selection process. It is, however, clear that many of those who do not go on to 
higher education still retain some appetite for learning. The government considers 
that the average education level of the over-40s is still too low but it is heartened 
that no fewer than 1 .6 million Finns take part in some form of adult or vocational 
education each year. There is a well-known saying in Finnish: O ppia ika kaikki (All 
life is learning) and many adults evidently take it literally. 



Main policy approaches 

The Finnish government has decided that education should be developed 
according to the principle of lifelong learning. The education system will therefore 
be less institution-centred in future and will encompass all forms of learning and envi- 
ronments, and all ages (partly because of concern over the large number of over- 
50-year-olds who are classified as long-term unemployed). Upper secondary dis- 
tance learning courses for young people and adults who have a comprehensive 
school leaving certificate, or its equivalent, are an example of the new approaches 
being introduced to encourage lifelong learning. Students register with a local 
school but follow lessons broadcast by radio stations and can seek advice and 
counselling via the Internet. 

The government also wants to raise the status of vocational education and 
increase on-the-job learning, believing that education and training that is perceived as 
more "relevant” will increase students’ motivation. Since August 1999 all three- 
year vocational courses have had to offer six months’ work experience to every 
student - an ambitious objective that may be difficult to achieve in areas of the 
country where there are relatively few employers. It is also hoped that apprentice- 
ship training can continue to expand but this is another far-from-easy task as 
99 per cent of Finnish firms have fewer than 50 employees. 

Education policy-makers are also determined to enhance student self-esteem and 
enjoyment of school. Anti-bullying strategies are therefore being promoted. The 
government is also pursuing its predecessor’s policy of eradicating the division 
between the lower comprehensive school (grades 1-6 for 7 to 12-year-olds) and 
the upper comprehensive sector (grades 7-9 for 13 to 15-year-olds). It wants teach- 
ing expertise to be shared by the two sectors — "A good teacher is a motivating 
teacher”, one Board of Education official commented. But another objective of this 
policy is to see children more often grouped by ability rather than age. The gov- 
ernment has already ensured that rigid age-grouping is disappearing from the 
upper secondary and vocational schools (for 16 to 18s). Students in the post- 
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compulsory school sector now have much more freedom over what, when and 
where they study. Some see this as the most effective way of ensuring that the 
young are not tempted to drop out of education. 

It is also recognised that information and communications technology can help to 
achieve this goal by making learning more enjoyable and relevant to the hi-tech 
world that most Finns already inhabit. By the end of 1999 it was expected that 
more than 80 per cent of lower and upper comprehensives and more than 90 per 
cent of upper secondaries and vocational schools would be linked to the Internet. 
The government has established an Information Society Programme which it 
regards as a key policy priority. It wants 2 1 st century Finns to have the basic 
knowledge and skills not only to understand ICT but use it as a tool in learning 
and research — at work and in their free time. Special efforts are being made to 
ensure that men and women have equal opportunities in this respect. 

Inevitably, there is an element of pressure as well as support in the govern- 
ment’s strategy to raise motivation levels and foster lifelong learning habits. 
Since 1996, young people under 25 with no vocational training have only been 
entitled to unemployment benefit if they have actively sought training but have 
been unable to find a suitahle place. The fact that upper secondary and vocational 
schools are funded on a per-capita basis is a further inducement to keep students 
in the system as long as possible. 

Schools are also being pressed to develop the learning skills - such as the 
ability to work autonomously - that young people will need in order to become 
lifelong learners. But it would be misleading to suggest that there is an even bal- 
ance between pressure and support. The emphasis is clearly on the following 
positive inducements: 

• Financial support: No fees are charged for upper secondary education and ini- 
tial vocational education in Finland. Students are also entitled to free meals 
and healthcare arid can - apply for a package of financial assistance that is 
related to their needs. Municipalities also cover some students' travel 
expenses. The level of support that higher-education students receive is 
also dependent on their individual circumstances but it is not assumed that 
their parents will help to finance their studies. 

• Choice: An unusual degree of freedom is now being offered to students at the 
end of the upper comprehensive stage. They can apply for a place in a school 
in another municipality - even at the other end of the country. As institutions 
have been legally obliged to co-operate with one another since lanuary 1, 
1 ggg t students can choose to study simultaneously in both a vocational school 
and an upper secondary school that follows a general academic curriculum. 
They can also exert far more choice over what they study. Upper secondary 
students used to take 14 compulsory subjects and several optional subjects. 
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There was therefore only one lesson a week in most subjects. Now the school 
year is divided into five or six "periods" of the same length and the students 
determine which subjects they will study during each of them. Each subject is 
now allocated a minimum of five hours a week and is studied for only part of 
the year. About two-thirds of the curriculum remains compulsory, and choice 
is more limited in the smallest schools. Nevertheless, the introduction of a 
modular and non-graded ( i.e . not tied to year groups) curriculum has opened 
up undreamed of possibilities. This is particularly true for upper secondary 
students in schools that have been involved in the Youth Education Experi- 
ment that is designed to draw the general and vocational sectors closer 
together. University-bound students in general schools have been able to 
interrupt their studies to pursue a hobby or interest in a vocational school. 
Vocational students have been spending part of the week studying a lan- 
guage, or other subjects, at a general school, and athletes have been able to 
take a break from their studies during term time to concentrate on sports 
training. Students are expected to complete 75 course modules - each of 
38 hours - but they can stretch them over four years, or rush through them in 
two (very few choose this option) rather than complete their upper secondary 
schooling within the standard three-year period. 

• Advice and counselling: The government acknowledges that young people may 
need more advice and counselling if they are to benefit fully from their new 
freedoms. However, every upper comprehensive, upper secondary and 
vocational school has a counsellor who can provide advice on studying, 
career paths and applying for the next stage of education. The fact that 
upper comprehensive school students can apply for places in up to five 
upper secondary institutions on a single form smoothes the transition from 
one stage to another. Finnish schools also have a large number of support 
personnel - such as social workers and nurses - who can help young people 
who are in danger of dropping out because of personal problems. 

The Finns have a well-known saying, “All life is learning", and many adults evidently 

take it literally. 

One student turned up for the first day of school wearing a T-shirt bearing the message: 

“I hate myself and I want to die." 
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Case study No. 1 




Institution: 



Location: 



Vipunen vocational school 
Savonlinna, eastern Finland 




Teenagers who feel they are failures are being encouraged to adopt a more optimistic 
view of their future in a vocational school that offers an unusual degree of freedom, coun- 
selling and understanding. 




Vipunen school is named after a mythical Finnish giant who knew the secrets 
of the boat-builder’s art. It is an apt choice of name as Savonlinna, a summer tour- 
ist resort in eastern Finland, is at the centre of Europe’s biggest lakeland region 
and boat-building is one of the courses that the school offers. Vipunen is part of 
the Savonlinna Vocational Institute, which is administered by nine local munici- 
palities, but some students come from as far away as the north of Finland to follow 
its specialist courses. 

Savonlinna has taken part in the Youth Education Experiment, which has 
allowed students in upper secondaries and vocational schools to mix and match 
courses. But it has been only a partial success so far in Savonlinna. About 40 of 
Vipunen’s 500 students now opt for courses in an upper secondary school but 
there has been little movement in the opposite direction, partly because of time- 
tabling complications. Distance is a further obstacle. Two of the upper secondary 
school boys who have been working in Vipunen’s wood-assembly department 
have to travel 45 km to the school. 

Many Vipunen students, however, have little or no interest in academic study. 
Just under a fifth of them go straight onto a further course of study after leaving 
Vipunen (as military service is compulsory in Finland many students choose to do 
it immediately after completing the upper-secondary stage of their education), 
but the majority have more modest ambitions, particularly in their first year. The 
school's head says that many students arrive feeling that they are complete fail- 
ures. A local newspaper photographed one of her students turning up for the first 
day of school wearing a T-shirt bearing the message: "1 hate myself and 1 want to 
die.” She has hung the photograph in her office and it is a constant reminder of the 
scale of the challenge that the school faces. 

The first objective is often to build self-esteem - a responsibility that is 
shared by teachers, craft supervisors, the school’s student counsellor and the 
social worker. The first year is regarded as the key year in this respect. If the staff’s 
efforts are successful then concentration and motivation can be improved. 
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A range of motivational strategies has proved successful in the craft depart- 
ments, which help the school to cover 20 per cent of its costs by providing services 
for local businesses. In the wood-assembly section, which earns the equivalent of 
US$175 700 a year from private contracts, the supervising craftsmen have stimu- 
lated students’ interest by asking them to design and build furniture. The oppor- 
tunity to use the most sophisticated computer-controlled wood-cutting machinery 
is a further incentive for working in the section, as is the paid holiday employment 
that is available in the summer. 

Student hairdressers, who supplement their student grants by running a holiday 
salon at the college, and young boat-builders who take on private commissions in 
their spare time, are also partly motivated by the prospect of financial reward. But 
both sets of students appear proud of their newly-acquired skills. The hairdressers’ 
interest in their work has also been enhanced by international exchanges with schools 
in Northern Ireland, Belgium and Sweden. In the vehicle repair section the students 
seem to be motivated by the opportunity to work alongside older mechanics, both in 
the college and on extended workplacements, and progress is acknowledged by the 
award of more responsibilities. As their skills grow the students are allowed to work on 
newer and more expensive vehicles. Similarly, in the metalwork section, students 
have been stimulated by the invitation to work on one of the biggest and most techni- 
cally-demanding contracts the school has won - the construction of a vehicle that is 
used to lay paths in mines. 

The school’s head speaks metaphorically about the search for the most effec- 
tive motivators. “The door is in a different place in the wall for every student 
When we find it we look for the key rather than try to kick it open.” The Vipunen 
staff also believe in allowing students to follow their own interests and try to be as 
flexible as possible. Some students have consequently been allowed to start gnd 
finish their school day later than their peers. 

Vipunen students have been taking part in a pilot study - "A Bridge from 
Vocational Education to Working Life” funded by the European Social Fund - 
which has enabled them to spend between 10 and 12 weeks on work placements. 
Longer placements have been arranged for mechanics who prefer to train in a 
commercial garage. The relatively low drop-out rate indicates that the school’s 
flexible approach works (although the local unemployment rate of 21 per cent is 
another incentive to remain in school). The fact that two of the local employers 
questioned during the visit had recruited several Vipunen students and were 
happy with their attitude towards work is another positive sign. But a third 
employer said that some students had failed to turn up for work placements. This 
is hardly surprising as the school caters for some very difficult students. But it 
does suggest that Vipunen, despite an unusual degree of staff commitment, has so 
far found only some of the answers it has been seeking. 
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Case study No. 2 




Institution: 

Location: 



Kuninkaanhaka upper comprehensive school 
Pori, western Finland 





Fifteen-year-olds who drop out of main stream education and then fall through one safety 
net find that a second one - in the form of an unusual workshop school - is waiting to 
catch them. 




Pori is a large industrial town on the west coast of Finland. Its two harbours 
and airport offer good connections to other Baltic states but it has been plagued 
by unemployment for years. In some areas of Pori up to 40 per cent of adults are 
out of work. Kuninkaanhaka, a 400-pupil school that specialises in sport, has to 
cope with the social consequences. Over the past five years it has introduced a 
range of programmes that promote healthy lifestyles, non-violent behaviour and 
lifelong learning. Some have been supported by the Pori school board, others by 
the Board of Education in Helsinki and the National Research and Development 
Centre for Welfare and Health. 

Pori’s youth crime statistics are not unusually high but there is concern about 
the polarising social structure, alcoholism and drug abuse. Motivating the children 
of disintegrating families is another formidable task for the staff who regard 
Kuninkaanhaka as a fairly typical Pori school. Class sizes range from 22 to 27 and 
all but five of the 40 teachers are women. Like the other Finnish case-study 
schools, Kuninkaanhaka also has a team of specialist support staff: a counsellor, 
social worker and nurse. But the headteacher says that the canteen staff and other 
non-teaching staff also try to act as caring role models. 

One particularly important role model is the trainee teacher and musician who 
tutors six boys with a challenging mix of learning and behaviour problems. His 
“classroom” is in a highly unusual setting - a bomb shelter under the nearby 
municipal swimming pool. The boys spend 16 hours a week (spread over four 
days) with him and a further 14 hours in the main school. He invariably sets them 
only one subject a week and allows them to spend about an hour a day recording 
music, using a computer or playing football. 

The school is sensitive about the location of these classes, aware that it could 
be seen as a semi-custodial environment. The head teacher explains that the 
bomb-shelter was chosen simply because there was no accommodation in the 
school. In any case, as the boys spend almost half their week in mainstream 
classes they are able to maintain friendships and follow the general curriculum. As 
the experiment has only been running since November 1998 it is impossible to 
say whether this approach works but there appeared to be a general improvement 
in the boys’ grades as a result of the more individual coaching they received during 
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the first six months of the initiative. The younger students were consequently 
expected to return to the main school full-time after the 1999 summer break. 

If they had not been considered capable of rejoining their classmates the boys 
might have been referred to the workshop school a few hundred yards from 
Kuninkaanhaka school. It takes up to 10 students - usually aged 15 and 16 - who 
have exhausted their other education options. The school is based in a small 
house next to a workshop for unemployed young adults and is run by a former 
probation officer who offers his students an unorthodox curriculum that draws 
heavily on the teachings of Paolo Freire. The workshop school year is divided into 
four interlocking sections. In the first, the head concentrates on their individual 
needs because many students turn up at his school convinced that they cannot 
learn. He then switches to language and media studies. In the third "term" he 
focuses on the environment, particularly of Pori, and then finally he deals wirh cul- 
tures, what the Finns might learn from other cultures and give to them in return. 
He teaches the students through practical activities in the workshops or holds 
informal tutorials in his "classroom", which looks more like a youth club, with set- 
tees instead of wooden chairs, and no desks. He also takes his students into a 
remote area of forest once a year and shows them how to make traditional weap- 
ons. “The last time we planned to take live chickens for food but eventually had to 
compromise and take frozen ones instead”, he said. 

In five years, 45 troubled teenagers have passed through the workshop school 
and only one, a young man, proved to be beyond its help (he later committed sui- 
cide - Finland’s male suicide rate is far and. away the highest in Europe). The rest 
are continuing their education or have managed to find jobs even though youth 
unemployment has been relatively high in Finland in recent years. It is an 
achievement that the head takes understandable pride in. 

Case study No. 3 
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Institution: 



Location: 
Starting date: 



Mankkaa upper comprehensive school 

Espoo, southern Finland 

1991 





New technology may not always be as liberating as its advocates contend but a school in 
Finland’s second biggest city is demonstrating how it can free children and teachers from 
routine classroom life. 




Mankkaa school is a reminder of how wealthy Finland was at the end of the 
1980s. This well-designed two-storey school is set in a birch wood and serves a 
socially-advantaged area of Espoo. Its teacher-student ratio is relatively generous: 
30 staff (three of them part-timers) in a school of 350 1 3 to 1 5-year-olds. The school 
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also has an above-average number of computers - 60 - and many were bought 
relatively recently. 

Mankkaa was well-equipped when it opened in 1991 but it has been able to 
buy more computers by dispensing with one of the janitor posts (the work is now 
undertaken by students) and transferring the saving to the IT account. Students 
also take turns serving food in the canteen and do some cleaning. The primary aim 
is not to save money but to engender a sense of "responsibility” - the word that is 
said to sum up the school’s philosophy. Students are encouraged to become 
autonomous learners and between 1 0 and 1 5 per cent of the timetable is given 
over to individual project work. The day is divided into double lessons of 
90 minutes but in many classes the teacher addresses the students for perhaps 
20 minutes. During the remainder of the lesson, students work on their own or in 
groups, and they particularly enjoy searching for information on the Internet. 

Mankkaa school has found that the Internet is motivating girls who were once 
disinterested in computers. But some restraint has to be applied by the staff. A 
teacher of English and Swedish explained: “We try to let the students follow their 
interests, up to a point. If a project is on England and a student wants to focus on 
English horses that is all right. But if next month she is doing a project on Norway 
and suggests that she writes about Norwegian horses we steer her in another 
direction." 

Because most students are used to working on their own it is relatively easy 
for teachers to offer individual attention to a child who is less motivated. A stu- 
dent counsellor is also available to provide advice and support, as is the school’s 
social worker who also visits Mankkaa’s feeder schools. Motivation problems can 
also be addressed by the team of subject teachers responsible for each of the 
three year groups. But lack of motivation does not appear to be a serious problem 
at Mankkaa, except in the Swedish language classes. 

Virtually every child goes on to upper secondary education (under 30 per cent 
to vocational schools) but it is difficult to determine exactly how much of this suc- 
cess can be attributed to the school. The students undoubtedly enjoy the project 
work, and the responsibility they are given. However, some of Mankkaa's former 
students report that they are more stimulated by upper secondary school where 
they are given more say over what they study and are set more exacting work. 



* * * 
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Innovation and effectiveness 

The substantial body of research into motivation strategies that has been car- 
ried out in the United States (Kohn, 1994) suggests that the Finnish government and 
schools are laying sound foundations for lifelong learning by offering students: 

• More choice. 

• A more engaging and relevant curriculum. 

• A safe educational community in which to discover and create. 

• The support of adults who care about them as individuals. 

However, it is difficult to reach firm conclusions about the effectiveness of the 
initiatives discussed earlier in this chapter for three reasons. 

First, although the Finnish government generates a welter of education statis- 
tics there is relatively little data on the effectiveness - or failure - of its strategies 
for motivating teenagers. A new evaluation system, based on 5-10 per cent sam- 
ples of the student population, should prove useful in this respect as it will mea- 
sure not only academic achievement but the competencies and characteristics 
that are essential for lifelong learning. Unfortunately, it is still in the process of 
being introduced. 

Secondly, several of the national initiatives and the school projects described 
are too recent to have been properly evaluated. Thirdly, many schools, such as 
Vipunen and Kuninkaanhaka, are involved in a range of projects aimed at increas- 
ing motivation and inculcating lifelong-learning habits. Vipunen is taking part in, 
or has recently completed, eight national projects promoting either on-the-job 
learning or improved social relationships. It is also associated with six regional 
projects and seven international projects funded by the European Union. It is 
therefore virtually impossible to gauge the impact that any one of these has had. 

Transferability of strategies 

At a national level, perhaps the boldest development is the establishment of 
non-graded upper-secondary schools where students are not tied to particular year 
groups. As there have been experiments with non-graded schools in Finland since 
the 1980s they can no longer be described as innovative but they do appear to be 
motivating students. One 1995 study (Valijarvi and Tuomi, 1993) found that "school 
climate” is assessed more highly by students following a non-graded course. Such 
students also have better attitudes towards learning and more positive relation- 
ships with teachers. A second study (Van den Akker, 1996) reported that the new 
rhythm to the academic year helped to motivate students who preferred to 
concentrate on only a few subjects at a time. 
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Another reported advantage of the non-graded schools is that less able stu- 
dents do not have to repeat years (students simply drop a subject if they fail two 
successive modules). Regular changing of subjects and teachers also brings wel- 
come variety to schoolwork, and motivation consequently increases at the start of 
each of the five or six "periods” in the academic year. It also appears that the non- 
graded curriculum provides the necessary base for lifelong learning as it obliges 
students to take responsibility for their own education and allows them to study at 
their own pace. Researchers have, however, found that motivation tends to wane 
towards the end of a study period, particularly if a student has chosen too many 
similar subjects. Moreover, not all students are motivated by the prospect of 
increased choice: some are happier with a ready-made curriculum. 

The Youth Education Experiment, which has extended the choice of over- 16s 
even further by allowing simultaneous study in upper-secondary and vocational schools, also 
appears to have stimulated some students. In a pilot project about 25 per cent of 
students took advantage of this opportunity, but it seems unlikely that this pat- 
tern will ever be followed by the majority of teenagers in sparsely-populated 
countries such as Finland where partner institutions can be many miles apart. 

As explained earlier, the drive to expand on-the-job learning may also be balked 
by logistical problems. This initiative cannot be classified as innovative as many 
other countries are testing out similar strategies, but the length of the Finnish 
work placements (20 weeks in every three-year course) is ambitious. The fact that 
this work experience can be gained in other parts of Finland, or even in other 
countries, is bound to act as a further stimulus for some students. The increased 
prospect of being able to take a higher-education course after completing voca- 
tional school (the government has told the polytechnics that they should recruit 
35 per cent of their students from the vocational sector) will also act as a spur. 

The growing emphasis on advice and counselling on both academic and personal 
issues also seems likely to increase motivation. In upper comprehensive schools, 
a counsellor will talk to students for two hours a fortnight about such issues as 
learning how to learn. But again, there appear to be no statistics or research con- 
firming that such interventions work (indeed the data on Finnish suicides suggest 
that even more personal counselling is needed). The same can be said about the 
individual school initiatives described in this chapter. 

Nevertheless, it appears that Vipunen staff go to extreme lengths to tailor 
courses to suit students’ individual interests. By no means all the Vipunen stu- 
dents appeared to be motivated, but without the support of the school’s staff they 
would almost certainly be less ready for working life and adult society. It was, how- 
ever, surprising to learn that students appear to be planning only one or two 
months’ ahead. Although short-term goals are undoubtedly motivating for teenagers 
a longer perspective might also pay dividends. 
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Mankkaa School appears to be an almost ideal learning environment but it is 
one that only the best-resourced institutions could replicate exactly. Certain 
aspects of the Mankkaa philosophy could, however, be usefully transferred to 
schools in other countries - such as the emphasis on responsibility. Mankkaa’s stu- 
dents seemed unusually mature and self-sufficient and their general enthusiasm 
for individual computer-based project work does suggest that many of them may 
become lifelong learners. But research indicates that the project approach may be 
best-suited to schools in socially-advantaged districts. One 1995 Finnish study 
(Ahonen, 1996) concluded that independent study of this kind attracted just over 
half of the students from more academic families but only 35 per cent of children 
whose parents had received only a basic education. 

The project approach might therefore be less effective in some parts of Pori. 
Kuninkaanhaka school has different needs and has had to seek quite radicai solu- 
tions. The bomb-shelter initiative may be short-lived but the idea of establishing 
semi-detached units for students who are in danger of dropping out is a sensible 
strategy that is being pursued in other countries. Expecting such students to 
become lifelong learners in any formal sense may be unrealistic, however. The 
head of the Kuninkaanhaka workshop school has a more modest goal: "To help 
them to be at peace with themselves and society." 



Commentary 

Anyone who is able to question the administrators, teachers and support staff 
involved in the initiatives described in this chapter cannot fail to be impressed by 
their determination to do the best for the current generation of Finnish teenagers. 
The evidence that the motivational strategies are working is mainly anecdotal but it 
would be unwise to disregard the Finnish approaches because of the lack of data. 

The needs of the brightest comprehensive school pupils may not always be 
fully catered for but it does appear that great efforts are being made to motivate 
the least-advantaged children and ensure that they have a stake in the hi-tech 
society of the future. Finnish educational policy-makers have for years been work- 
ing towards "equity with variety" but now that they have begun to break down the 
barriers between academic and vocational upper secondary schools they are 
much closer to achieving that goal than many other countries. 
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Akureyri: 

Study site 1 



Reykjavik: 

Study sites 2 and 3 




Land area in square kilometers: 1 03 000. 

Total population (1998): 273 800. 

Youth population - under 15 years (1998): 

- 64 343, 

- percentage of total population: 23.5%. 

Youth unemployment (1998): 

- 16-24 year-olds: 6.0%. 

Percentage of 18-year-olds in education (1998): 67%. 

Per capita GDP (1997 prices): 24 836 USD. 

Birth rate per 1 000 population (1996): 16.1. 

Sources: Labour Force Statistics: 1979-1998, OECD, Paris; Annual National Accounts, Main Aggregates, 

Volume 1, 1999, OECD, Paris; Education at a Glance, OECD Database 1999, Paris. 
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Country context 

Education: Free compulsory schooling begins at the age of 6 in Iceland 
and ends at 16. Parents pay a fee for pre-school attendance while upper 
secondary students pay a small enrolment fee and buy their own text- 
books. Responsibility for administering compulsory schools was switched 
in 1996 from the state to the municipalities. There are four types of upper 
secondary schools: academic, comprehensive, industrial-vocational and 
specialist schools. Upper secondary schools generally provide a four-year 
course and most use a system of unit credits. Vocational students have the 
right to take additional courses in preparation for higher education. New 
curriculum guidelines were introduced in the autumn of 1999 for both 
compulsory and upper-secondary systems. This reform is designed to pre- 
pare the Icelandic people for the knowledge economy. New curriculum 
areas emphasise life skills, science (following poor scores in the Third 
International Maths and Science Study — TIMSS) and information technol- 
ogy. English is being given preference to Danish as a first foreign language, 
and technology will be used to trigger innovations in vocational training. 

Economy: After a long history of political ties with Denmark, Iceland became 
an independent repuplic in 1944. It has a homogeneous population of 
some 275 000, of which only 2-3 per cent are recent immigrants. Over half 
the population lives in the capital, Reykjavik, and the surrounding area. The 
country is divided into 123 municipalities, that have between 50 to more 
than 100 000 residents. In the 1970s and 80s there was high inflation associ- 
ated with a steady increase in GNP but the inflation rate is now about 2 per 
cent. The fishing industry accounts for one-seventh of GNP, employs about 
one-eighth of the workforce and generates about 70 per cent of exports. The 
unemployment rate is very low at just over 2 per cent (1999) and in recent 
years there has been a marked fall in the number of young people who are 
out of work. Part-time employment is relatively easy to find and the 
economy has been growing quickly (OECD, 1998). 

J 



Student motivation issues 

The main concern about student motivation in Iceland is the high level of 
drop-out from upper secondary school, which has been estimated at 30 percent. 
A further 10 per cent of upper secondary students have still not graduated by the 
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age of 22 (Jonasson, 1992). However, these figures are said to have fallen over the 
past 10 years following increased curriculum choice in upper secondary schools. 

These figures, which are high in comparison with Iceland’s Scandinavian neigh- 
bours also need to be considered in context. First, the rate of unemployment is 
low, and this, allied to a tradition in Iceland that students help to meet the costs of 
their own upper secondary schooling through part-time work, means that the 
value of spending further time at school needs to be very clear to them. Second, 
and importantly, as access to upper secondary education is very open, students 
can return easily after taking a break from schooling. 

The limited research evidence shows that most students prefer academic 
courses to vocational training, since they believe that matriculation gives them an 
insurance for adult life (Bflddal, 1993). This view persists even though transferabil- 
ity from vocational to academic courses is assured and does not prejudice univer- 
sity entrance. 

A 1992 study of 4 100 young adults born in 1969 (Jonasson and Jonsdottfr, 1992) 
showed that 13 per cent of them had not completed any course of study since 
leaving lower secondary school. Asked why they did not continue with school, 
50 per cent of this group reported lack of interest or boredom and 18 per cent 
mentioned lack of money. Forty per cent of the group had children, which proved 
to be a major reason for young women dropping out. However, over three-quarters 
of those who had children and those who did not were interested in further study, 
particularly if they could take practical subjects. The lack of choice in upper sec- 
ondary schools, at the time the research was conducted, may help to explain 
these findings. 

Research (Jonasson, 1992) has also revealed that students in less densely pop- 
ulated areas are less likely to attend upper secondary school. This is despite the 
fact that rural teenagers who do not complete upper secondary scored better 
marks than equivalent urban students at the end of their compulsory education. 
The need to move away from their community and the resulting financial costs are 
presumably implicated. 

Further analysis of the 1969 cohort (Oskarsdottfr, 1995) found that 25 per cent 
of young people who had dropped out of upper secondary schools had com- 
pleted courses outside the state system, and many could see themselves taking 
vocational training courses in upper secondary schools. Furthermore, only 13 per 
cent of those who had dropped out claimed to dislike school (although other stud- 
ies suggest this proportion is even lower - see Jonasson and Jonsdottfr). School 
was more popular with girls than boys, but in this group both sexes preferred 
practical courses. 

Other findings (Oskarsdottfr, 1995) have revealed that drop-out is related to 
the final marks obtained at comprehensive school; the lower the marks the more 
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likely the student is to drop out. The performance of students with low marks was 
also correlated with the father's education level. Of those drop-outs who were 
working, the majority intended to continue their studies but many said that lack of 
money was an obstacle. 

Truancy is also a significant problem in upper secondary school. Unsurpris- 
ingly, it has a negative effect on examination marks and is positively correlated 
with drop-out (Karlsson et ai, 1993). Bored students were also the ones most likely 
to truant. Violence and disruptive behaviour have also been linked with a lack of 
parental support and, of course, poor marks. 

Research in Iceland (Sigurdardottir, 1991) has also indicated that female stu- 
dents who take on part-time jobs to pay for their upper secondary school have 
more health problems than those who do not. Young women with jobs were found 
to smoke more, had more physical complaints and their attendance record was 
poorer. They were more depressed, nervous and apprehensive and had lower 
self-esteem than non-working females. They also encountered more problems 
than male students who had part-time jobs. 

In summary, drop-out is viewed as an important problem in Iceland. Some crit- 
ics of the state education system see it as a sign that schools offer too little curricu- 
lum choice. It is also regarded as the key indicator of poor motivation among upper 
secondary students. However, it seems that many of the 30 per cent who drop out 
do so for reasons other than lack of motivation. On the whole, they report liking 
school, they want to study more, and some re-enter the education system one way 
or another, perhaps through the private business school. Lack of choice and a cul- 
tural preference for academic studies for which many are ill-suited are inhibiting fac- 
tors. Interviews with students that were conducted during the course of the OECD 
visit suggest that lack of success, personal attention and low self-esteem, associated 
with unrealistic levels of aspiration, are further contributory factors. As we shall see, 
policy approaches have been adopted to respond to these issues. 



Main policy approaches 

The government of Iceland is concerned about the drop-out statistics. Cer- 
tainly, if 30 per cent of the student population fail to complete upper secondary 
education this does not bode well for the country’s future. However, a number of 
government education policies could raise motivation levels. Within the compre- 
hensive review of education the government is targeting six main areas: gover- 
nance, schools, curriculum, pedagogy, personal development and teacher training. 

Governance - Transferring the administration of compulsory education from the 
I 98 state to the municipalities should allow the system to be more responsive to local 
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conditions. The ministry has retained control of upper secondary schools but is 
allowing them to compete for students. It has also indicated that upper secondary 
schools may lose per-capita funds if students drop out. This incentive, it is hoped, 
will encourage schools to pay more attention to the needs of less motivated stu- 
dents. The new preparatory courses for higher education introduced in 1999 may 
motivate students to stay on in education or return to school. In future, there will 
also be more freedom for private education to open up both at upper secondary 
and higher education levels with appropriate quality controls. 

Schools - At present, some compulsory schools still work in shifts in the morn- 
ing and afternoon. A building programme will make this unnecessary by 2004 and 
should substantially improve the conditions of work. The number of periods 
taught will also be increased. This should raise standards and give students the 
skills they need to cope with upper secondary school. Since the 1970s, evening 
schools attached to some upper secondary schools have been offering courses for 
adults. Students over 18 may now attend these courses, and this has proven to be 
a very popular option. But the ease of access to upper secondary education 
throughout life has also been criticised for discouraging teenagers from staying on 
to complete their studies. A 1996 law addressed this issue but further ways oi 
tackling this problem without losing the enviable flexibility of the present system 
are being considered. Funds for developmental schemes are available to encour- 
age schools to experiment with different means of motivating students. Some of 
these schemes have proved very successful and have been extended to other 
schools. Two of them are described later in this chapter. Distance education is also 
being expanded since this shows great promise for increasing the motivation of 
those who are geographically isolated. There has, however, been a long-standing 
equity policy to offer foundation programmes all over the country and relocation 
grants are available for students. In lower secondary schools, students are often 
taught in mixed-ability groups although there is some setting. This allows students 
to follow the curriculum at different speeds. A few lower secondary schools allow 
especially diligent students to take course units at a nearby upper secondary 
school. Four branches of study may be followed at upper secondary school: voca- 
tional, academic, general and fine arts, which should all be adapted to meet indi- 
vidual student needs. Each branch must provide access to further or higher 
education - either directly or through additional studies. 

Curriculum - This is undergoing substantial reform by the ministry to make it 
more relevant and broad. Through greater flexibility, choice, individualisation and 
special help, poorly motivated and weaker students will be given the opportunity to 
gain the skills necessary for higher levels of education. More options will be avail- 
able but courses will be rationalised. The new curriculum guidelines, implemented 
in the autumn of 1999, included a section on life-skills, which will be a compulsory 
course in upper secondary schools. Closer links between academic and vocational 
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training are also planned so that students may develop skills in both areas. Ties 
between vocational training courses and business will be strengthened with the 
increase in occupational courses offered and participation of business in shaping 
educational demand. There is also discussion about introducing diplomas for 
one-year courses rather than just on the completion of upper secondary school. 

Pedagogy - It is recognised that the current style of teaching at the upper sec- 
ondary level can demotivate students. Experimental schemes have therefore 
been introduced, and two are described later in this chapter. Both get to grips in 
different ways with the problems presented by the rather fragmented, subject- 
based teaching that is offered in many upper secondary schools. Methods empha- 
sising project work, teaching through more concrete approaches, greater individu- 
alisation and student self-evaluation, are being developed. An effort is also being 
made to change student-grouping practices in order to enhance self-esteem. Infor- 
mation technology-based distance-learning approaches are being introduced and 
are proving very successful. 

Personal development - The Icelandic government has recognised that educa- 
tional success is not only determined by schools but is also related to a student’s 
personal life and family background. As in other countries, the high divorce rates 
in Iceland and low family incomes can be very disturbing for some students and 
may interfere with their motivation to work well at school. Efforts are therefore 
being made to upgrade and co-ordinate the support that families and schools 
receive from social services and improve the quality and quantity of counselling 
available for students. Academic and career counselling are to be substantially 
increased and social worker involvement is being expanded in some municipali- 
ties to help students with their personal problems. Contact between schools and 
parents is also seen as a way to prevent drop-out. 

Teacher training and in-service education of teachers (INSET) - These are regarded as 
key elements of the education reforms. Although teacher-training colleges retain 
their independence in terms of course content, the ministry has involved them in 
the planning of the new curriculum guidelines in the hope that a partnership 
approach will influence the training they offer. 

Support for INSET that is related to the new curriculum guidelines is also 
being planned. 



“The main concern about student motivation is the 30 percent drop-out rate from upper 
secondary school." 

The distance learning students appreciate the freedom to work when they choose to, and 
the “ next day" feedback they receive. 
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Case study No. 1 




Institution : 



Location: 
Starting date : 



The College of Vocational Training in Akureyri - distance education 
programme 

Akureyri, North Iceland 




1994 




Many people who are motivated to study find that practical obstacles, such as family com- 
mitments or physical handicap, stand in the way. This successful distance education 
programme is clearing those barriers away. 




Akureyri upper secondary school is 80 kilometres from the Arctic Circle and 
about 45 minutes by plane from Reykjavik. Vocational education in this part of 
Iceland has been developing for about a century and has been slowly brought 
together in this school. Established in 1984, it now provides a full range of subjects 
for more than 1 000 students. 

Over the past six years the school has established a successful distance- 
education service that aims to provide the same curriculum coverage and identi- 
cal exam options and requirements as the school's regular programme. The dis- 
tance-education students can therefore continue their education into the 
university sector. 

Students working via distance education fall into three groups. First, there are 
those who for geographical reasons cannot attend an upper secondary school, 
such as those living in remote villages, or abroad. Second, are those who for social 
or personal reasons cannot attend a school: parents with heavy family responsibil- 
ities, students with disabilities, shift workers or people with unusual life styles. 
One student is a national judo champion training for the Olympics. The third 
group includes those attending a school with a limited range of courses. Another 
student was studying Spanish with the help of a teacher living in Reykjavik. The 
students are responsible for a proportion of their teaching fees, which are not 
cheap, but because there are no accommodation, travel and subsistence 
expenses the overall cost to students is lower. 

The distance-education programme has been developed in meticulous detail 
by its organisers who have assembled a talented and committed teaching team. It 
has a far better student: teacher ratio than the regular programme (9:1 rather 
than 18:1) and the materials used can operate within the limits of the average 
home computer. Clearly this is a system that works well technically; an essential 
pre-requisite of any distance-education programme. But the positive impact on 
student motivation is also unequivocally clear. The programme’s drop-out rate is 
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about half that of the school as a whole. However, it must be borne in mind that 
the programme enrols older students on average and the course organisers noted 
that younger students are not as motivated and are more likely to drop out. Other 
factors may also be implicated, such as the special nature of the distance-education 
population sampled and the fact that this is an experimental programme. 

Nevertheless, the students appreciate the freedom to work when they choose 
to, and the "next day” feedback they receive. Assignments are often marked by 
the computer and students may keep going until they get the correct answers. 
Everyone therefore enjoys some success. Furthermore, this method inhibits the 
student from cheating and not attending classes. All this helps students to find 
learning "fun”, it also increases self-discipline and independence and makes them 
feel that teachers care about them as individuals. Surveys have shown that 60 per 
cent of students report isolation as a disadvantage. The three students who were 
interviewed agreed with this but pointed out that a student may also be isolated 
in a regular upper secondary school. 

Case study No. 2 
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Institution: 



Location: 
Starting date: 



Borgarholt Upper Secondary School 

Reykjavik 

1996 





Potential drop-outs are learning how to improve their work habits and skills on an experi- 
mental course that offers new teaching methods, a tailor-made curriculum and the chance 
to build their self-esteem. 




At Borgarholt School, a special course of study is being developed to combat 
dropping out. It is intended for students who have not decided what to study, or 
who need to improve their knowledge of core subjects in order to join the aca- 
demic stream. It is viewed as an experimental approach that could become a model 
for developing general studies within new curriculum guidelines. Applicants for the 
course are often rejects from other schools. 

The course is in many ways like other general courses on offer in Iceland's 
upper secondary schools. The required course covers Icelandic, English, mathe- 
matics, sports and special subjects which give students a fuller understanding of 
themselves, society, business methods, the environment, Iceland’s place on the 
world stage, and civic and family responsibilities. They also choose from a number 
of academic or practical options. 

Borgarholt school, however, has been experimenting with different teaching 
methods and staff organisation to offer students individual curriculum "menus”. 
The overall goal is to tackle poor motivation by increasing students' self-esteem, 
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independence and interest in lifelong learning. The school tries to do this through 
involving them more fully in decision-making about their courses of study and 
offering them teaching grounded in practical experiences. The aim is to show stu- 
dents that they can learn effectively and succeed. It is recognised that many of 
these students have personal problems that can hinder their educational 
progress. Counselling is provided at the school and is supported by specialists at 
the University of Iceland. Teachers are also encouraged to be more sensitive and 
flexible in their dealings with students. 

In fact, flexibility is a strong feature of this approach. The class schedule can 
be interrupted so that students can concentrate on one subject for an entire day 
or even for a week. Teachers may work together in teams and project work is 
commonplace. Workshops and field trips are also used to enliven the coursework. 

Mathematics teachers try to respond to students’ different knowledge levels. 
After a relatively traditional introduction, students are encouraged to apply the 
maths they have learned in practical exercises such as map reading and the use of 
navigational aids. 

In English lessons, the same skills are taught as to all other students, but there 
is more emphasis on creative work and assignments are more demanding. Infor- 
mal comparisons with students in standard settings suggest that those in the 
experimental groups structure their essays better and earn higher grades. 

The course focusing on personal and societal issues covers the Environment 
and Pollution, Take a Global View, and Look at the Media. Students also learn 
about "deep feelings” and the implications for their future life. A typical week’s 
work includes an introduction to a topic by a teacher, followed by a brainstorming 
session. Groups then organise and focus their research questions and gather data 
from a wide variety of sources such as the library, Internet and interviews. Data will 
then be analysed and written up and the results presented to and evaluated by 
the whole group, a process that emphasises communication skills. 

This approach has multiple benefits for unmotivated students. It gives them a 
different learning environment that offers group work, personal responsibility, 
organisational and presentational skills, freedom to make mistakes and to learn 
from them, and self-knowledge through personal evaluation. They learn how to 
improve their work habits and skills. They also learn that effort pays dividends 
and allows them to shine. 

There are lessons here for both teachers and schools. This kind of approach 
can lead to noisy classrooms with much activity but teachers have to learn to let go 
and allow students to make mistakes. They must also improve their classroom- 
management skills, since students often need quietening down after such ses- 
sions. Furthermore, they must learn to work collaboratively with colleagues and 
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meet regularly to develop course goals, plan lessons, develop materials and discuss 
individual students. 

The individualised approaches that the teachers use are creating stronger ties 
with students than is normal in Icelandic upper secondary schools. Greater trust 
develops and this is enhanced by regular counselling, individual tutorials each 
semester, and weekly written communication between students and teacher. The 
students are encouraged to send their teacher a note about any problems they 
may be experiencing and the teacher writes a response on the back. Privacy is an 
important aspect of these exchanges. 

So, are the increased pressures on the school and individual teachers worth 
it? The relatively low drop-out rate of 16 per cent in 1998-99 suggests that they 
are. The teachers themselves were convinced that the course helped to prevent 
drop-out although they admitted that motivation was still low and standards were 
not high enough. 

In general, the students who were interviewed confirmed these evaluations 
(30 students from the previous and current year were questioned in groups of 10). 
inevitably, there were some dissenting voices but students liked the team- 
teaching approach, and they felt that the personal contact was good and led to 
trust. They also said that being in a group of fellow students whom they knew gave 
them confidence to speak and that project work developed esprit de corps. 

Case study No. 3 
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Institution: 

Location: 

Starting date: 



VT business and computer school 

Reykjavik 

1996 




Rebuilding the self-confidence and skills of women students who may have been out of 
the job market for years is not an easy task. But this private school believes it has a general 
office studies course that does just that. 




The VT business and computer school was founded in 1974 to train secretar- 
ies. Today it is a private school owned by the "Electricians’ Re-education Commit- 
tee”. The school offers four job-related programmes lasting 30 weeks, on. general 
office studies, finance and accounting studies, marketing and sales studies and 
computer studies. Next year, five new programmes will be added. The school is 
located in a modern building on a commercial estate in Reykjavik and is 
extremely well-equipped with computers and other modern teaching equipment. 

The school’s main goal is to enable students to follow specialist courses that 
will increase their job prospects. This is partly achieved through the 10-day job- 
training placements that have been established through the school’s business 
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links. They allow students to apply the skills they have learned in school in a real 
working environment and this hands-on experience increases the possibility of 
finding a job in the future. 

Since 1994, the student body has grown from 75 to 282. Ninety-five per cent 
are women: either young students or more mature females who are returning to 
study after a period of family life. To qualify for the general office studies pro- 
gramme, the student must be at least 18 years of age and have completed lower 
secondary education (up to the I Oth grade). For the other programmes a diploma 
from an upper secondary school is required and sometimes additional job experi- 
ence. Potential students must therefore have exhibited some staying power. Some 
of the general office course students we met had dropped out of upper secondary 
school but it was often because of other attractive alternatives such as travel or 
the opportunity to study abroad. 

Although the school is private, it is claimed that the costs are average for edu- 
cation of this sort. Fees are paid by the students and bank loans are available at 
special rates negotiated by the school. Students attend one of three three-hour 
sessions run in the morning, afternoon and evening and are expected to do two to 
three hours’ homework each day. Students must have an 80 per cent attendance 
to register for the examination, which is a traditional model with 70 per cent of the 
overall mark based on written papers and 30 per cent on continuous assessment 
and homework assignments. All aspects of the service offered by the school are 
evaluated by the students at the end of the course, and the information is fed 
back to the management. The school accentuates the importance of being a real 
working environment and its teaching methods encourage self-reliance. 

The teachers themselves are far from ordinary. The three we met had back- 
grounds in golf coaching, special education and theology. In addition, the school 
does not require its teachers to be formally trained and the system of employ- 
ment allows for many short-term contracts and invited speakers. The teachers 
pointed out that many of the students, while being motivated, have low self- 
esteem. This was confirmed by several past and present students of varying ages. 

They argued that adults want short, intensive courses of the kind offered by the 
VT school even though they are not necessarily hoping to find work. The students 
also appreciated the intimacy of the school. They claimed that upper secondary 
schools did not provide the necessary experience in computing and although they 
enjoyed upper secondary school they did not like the courses it provided. These 
students were enjoying their work, felt that their prospects had improved, and 
had recovered their self-confidence following a long period without work. 

The general office studies course offers training in Icelandic, English, book- 
keeping, customs and excise reports, computer use, and management and organi- 
sation. But it is also designed to increase students’ initiative, creative powers and 1 2£1 
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social skills. The school uses the Dale Carnegie method for encouraging self- 
expression in larger groups (see Carnegie, 1956). Students are said to develop 
great self-esteem through success on the course - even those who have dropped 
out of the upper secondary system or are failures from the regular system. The 
drop-out rate from the school is very low and 60 per cent of its former students 
find jobs immediately after leaving the course. However, many students do not 
wish to find work and often begin families or continue their education. 

Completion of the general office studies programme does not provide direct 
access to further education as it is classed as a short, vocational upper secondary 
course that does not count as a partial qualification for university entry. Neverthe- 
less, the school clearly enjoys a good reputation and 30 per cent of the students 
attending do so because of personal recommendation. An employment agency 
also recommends it. The VT business school is a dynamic environment that offers 
great possibilities for those who want to work hard. Its dynamism is reflected in 
not only its teaching methods but the ever-changing nature of the courses on offer. 
For instance, the "over 67” course caters for senior citizens who want to use 
computers for tax returns, home banking, and even games. 



Innovation and effectiveness 

It is clear that the Ministry of Education, Science and Culture is making serious 
efforts to address the drop-out problem. The hope is that the experimental pro- 
grammes it supports may be transferable to other schools throughout the country. 
At present there appear to be few formal evaluations of these efforts but the cur- 
riculum project at Borgarholt school has only a 16 per cent drop-out rate and the 
distance-education programme claims an even lower rate. 

Discussions with students provide further anecdotal evidence of the effective- 
ness of these approaches, but some problems remain. At the Borgarholt school 
the students were aged 16-18 and certainly displayed elements of teenage ennui. 
Many were positive about the school but others were unimpressed by what the 
future had in store for them and revealed quite unrealistic aspirations. One, for 
instance, oscillated between a career as a hairdresser and a psychiatrist. 

The distance-education students who were interviewed were older and cer- 
tainly not diffident. None the less, they were all drop-outs from upper secondary 
school and it is unlikely that they would be continuing with education without this 
programme. Furthermore, they undoubtedly enjoyed this method of working. 



* * * 
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Whether it would work more generally for unmotivated students, for example at 
the Borgarholt school, remains open to question, but the emphasis on choice, 
individualisation, success and quick feedback suggests that it might. 

The students at the business school were also adults who were returning to 
study for particular purposes, and although some of them lacked self-esteem they 
did not appear to be especially unmotivated. The school provided efficiently for 
their needs, and work seemed to be available for those who wished it. Many went 
on to further study and this may indicate that lifelong learning objectives were 
being achieved. 



Commentary 

The government of Iceland has strong egalitarian and quality expectations for 
its students and systemic reforms are being initiated to tackle the key problem 
areas. Upper secondary education has many advantages. There is choice, students 
can leave and re-enter more or less at will throughout life, and there are no age 
constraints. A broad range of academic and vocational courses can be taught in the 
same institutions. However, the traditional method of organisation (the unit credit 
system) appears to fragment students and the methods of teaching are too theo- 
retical. These arrangements only work well for students with a natural academic 
bent. The majority of vocational training tends to be too theoretical for the many 
students who would like to follow practical courses. 

For many students, this results in a loss of self-confidence, a lack of trust and a 
feeling that they are not treated as individuals. Additionally, the rhythm and pace 
of schools often fail to take account of other pressures in their lives, such as work- 
ing to keep themselves in school. The new reforms and the experimental pro- 
grammes that are being developed by very enthusiastic and dedicated staff have 
the potential to remedy such problems and fulfil the government’s mission of 
"Still better schools - Their right is our duty”. 
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Dorgheda and Navan: 

One of the 100 centres 
implementing YOUTHREACH 
programme (Study site 2) 



Galway : 

Study site 3 



Cork : 

One of the site where LCA 
is implemented 
(Study site 1 ) 



Land area in square kilometers: 70 000. 

Total population (1998): 3 705 000. 

Youth population - under 15 years (1998): 

- 833 625, 

- percentage of total population: 22.5%. 

Youth unemployment (1998): 

- 15-24 year-olds: 11.5%. 

Percentage of 18-year-olds in education (1998): 71%. 
Per capita GDP (1997 prices): 20 634 USD. 

Birth rate per 1 000 population (1996): 13.4. 



Sources: Labour Force Statistics: 1979-1998, OECD, Paris; Annual National Accounts, Main Aggregates, 

Volume 1, 1999, OECD, Paris; Education at a Glance, OECD Database 1999, Paris. 



© OECD 2000 



103 





Motivating Students for Lifelong Learning 




Country context 




Education: Almost one million children and young people are enrolled in 
full-time education in Ireland. Currently, education is compulsory from the 
ages of 6 to 1 5, but there is a proposal in the Education (Welfare) Bill 
1999 to raise the age to 16. In the 1997-98 school year, 52 per cent of four- 
year-olds and 100 per cent of five-year-olds were in the formal school sys- 
tem. About 80 per cent of young people complete second-level education. 
The educational attainments of those in the labour force are, however, dis- 
tributed very unevenly on an age, social class and area basis (Department 
of Education and Science, 1998). There is growing provision for adult and 
continuing education, but free secondary education came to Ireland 
in 1967, later than to other OECD countries. The country therefore has 
well-educated young people and poorly-educated older people. This 
helps to explain why the OECD’s International Adult Literacy Survey found 
that about 25 per cent of the Irish population scored at the lowest level of 
literacy. At best, this group performed tasks that required the reader to 
locate a simple piece of information in a text. 

Economy: The effects of the economic boom in Ireland over the past few 
years have been ricocheting around almost every aspect of public life. 
Ireland may have caught up with the rest of Europe, but the suddenness of 
it all has caught politicians and planners by surprise and thrown up new 
challenges to the principle of partnership upon which social and economic 
developments have been based since the early 1980s. Growth rates 
jumped to 8 per cent from 1994 onwards and the unemployment rate has 
plummeted from 18 to below 7 per cent. Instead of multiple applicants for 
jobs, there are shortages of staff in areas such as catering, teleservices, 
computing, financial services and nursing. The shortages in some sectors 
are so serious that, in 1999, the state's training and employment agency, 
FAS, embarked on a Jobs Ireland campaign abroad to build up a data base 
of 10 000 people who might like to work in the country. Irish and other 
EU citizens were targeted as part of the campaign. The boom has reversed 
the emigration pattern of decades. For the past few years Ireland has 
experienced net immigration of about 10 000 a year. 

J 
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Student motivation issues 



School attendance is a good barometer of student motivation. A recent study 
published by the Economic and Social Research Institute showed that theaverage- 
drop-out rate of 12 to 15-year-olds was 4.5 per cent, although rates in different 
schools varied from virtually zero to 41 per cent (Smyth, 1999). The rate is higher 
in schools where pupils come from predominantly working-class backgrounds and 
have parents with lower levels of education. It is also strongly related to the ability 
mix of the school, with higher drop-out where pupils are of lower ability. Highly 
streamed schools have greater drop-out rates among 16 to 18-year-olds. Early 
school-leaving is also associated with higher rates of absenteeism in the school as 
a whole. Unsurprisingly, those who tend to drop out include traveller (gypsy) fami- 
lies, the less academically inclined, and learners with disabilities. Data collected 
by the Department of Education and Science also show that boys are less likely 
than girls to complete secondary schooling (73: 83 per cent). 

In 1995, it was estimated that over a quarter of young people in Ireland left 
school with either inadequate or no qualifications (National Economic and Social 
Forum, 1997). Of a cohort of approximately 65 000 who left school in that year: 

• 2 200 gained no qualification (12 to 15-year-olds). 

• 7 900 left with only the Junior Certificate ( 1 5-year-olds). 

• 2 1 00 left with the Junior Certificate and a Vocational Preparation and Training 
qualification. 

• 7 200 left at 17 or 18 with an inadequate Leaving Certificate (fewer than five 
D grades). 

All secondary school students follow the same three-year junior cycle curricu- 
lum. The Junior Certificate was introduced in 1989 to provide a unified programme 
for those aged 1 2 to 15 and they sit a national public examination at the end of the 
three-year cycleTl^os't students" complete a further two or three years in the senior 
cycle. There is an optional Transition year that is chosen by about half the stu- 
dents nationally. It has been described as an opportunity to get off the "academic 
treadmill" and schools use this bridging year in different ways. It can be a matur- 
ing year for weaker students, provide work experience and/or engagement in com- 
munity projects, and offer short non-examination courses that might not otherwise 
get covered. Some schools insist that all their students do the Transition year, oth- 
ers offer it to a limited number of students. If they are not taking this bridging year, 
students can go directly into the two-year Leaving Certificate programme. 

A predictable side-effect of the booming economy is that large numbers of 
secondary school students are working part-time, especially in the cities where 
shops, restaurants and bars offer plenty of opportunities. Legislation limiting the 
hours that young people can work is openly flouted by employers who are eager 
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to take on students, some of whom are tempted to leave education to work full- 
time. This is one of the factors making the government target of 90 per cent 
completing the upper secondary cycle difficult to achieve. 



Main policy approaches 

In the past few years, successive governments have given high priority to the 
twin problems of early school-leaving and young people who are educationally dis- 
advantaged. Three key principles underpin the Department of Education and Sci- 
ence’s commitment to the disadvantaged: continuity of concern; a holistic approach; 
and an area-based strategy. The underlying concepts are prevention, support, 
parental involvement, integration of services, and targeting of services. The assump- 
tion is that offering a rich variety of educational experiences will motivate students 
to remain in the system and achieve qualifications that will equip them for life and 
for lifelong learning. The range of initiatives includes the following: 

• Pre-School Early Start Programme: This early-years initiative is aimed at selected 
disadvantaged ^reas and was established in 1994. The aims are to expose 
young children to a prog ramme that will enhance their overall development, 
prevent school failure and offset the effects of educational disadvantage. The 
pre-school is an integral part of the primary school to which it is attached and 
operates within the general framework of the primary system. Each pre-school 
employs qualified primary teachers and qualified childcare assistants. Parental 
involvement is a fundamental part of the programme. 

• Home-School Community Liaison Programme: The objective of this scheme is to 
engage the skills, experience and knowledge of parents and teachers to 
enhance the quality of children’s education. The terms of the scheme, which 
was established in .1990, .require schools in disadvantaged areas to deploy a 
teacher as co-ordinator with the full-time task of developing relationships 
between schools, homes and communities. 

• Designation of schools in disadvantaged areas: Schools with concentrations of 
pupils with particular characteristics are identified as needing special help. 
For instance, secondary schools with large numbers of under-achieving 
pupils are designated and measures introduced to boost motivation and 
achievement. All designated schools receive enhanced capitation grants. 
Some receive additional staffing and become eligible for inclusion in other 
initiatives. Primary schools have a lower maximum class size than the norm. 

• The “Breaking the Cycle" initiative: Introduced in 1996, this gives additional 
support to primary schools in selected urban and rural areas that have high 

ULU concentrations of children who are at risk of under-achieving because of 
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their socio-economic backgrounds. This multi-faceted approach to meeting 
the needs of educationally-disadvantaged children involves a reduction in 
class size, curriculum adaptation, the development of school plans and 
additional resources. The initiative covers 33 schools in large urban settings 
and 123 small rural schools grouped in 25 clusters. 

• A retention initiative at second level: Launched in 1999, it aims to keep pupils in 
those schools that draw up a plan or agreement with the Department of 
Education and Science. A key requirement is that the school becomes a 
partner in a multi-agency approach; the school is not seen as the sole arbi- 
ter of strategy. The initiative is based on the principle of providing 
resources to schools to implement measures identified by them. This repre- 
sents a departure from the traditional pattern of designing national initia- 
tives and requiring schools to implement them. Forty schools are included 
in the initiative’s first year of operation. 

• Education welfare: The legislation that proposes raising the school-leaving age 
from 1 5 to 16 also calls for the establishment of an Educational Welfare Ser- 
vice to support and track families and children experiencing difficulties with 
school attendance. The legislation is also designed to improve attendance 
monitoring in schools, and ensure that poor attenders are offered appropri- 
ate placements, which could be in a YOUTHREACH centre (see project 
description later in this chapter). The legislation envisages that where 1.6.to 
18-year-olds leave school to work, their employers will register them with 
the service so they can be supported and encouraged to continue their edu- 
cation or training. Part-time options are being developed in a number of 
programmes. 

• The J unior Certificate School Programme: An alternative approach to the Junior 
Certificate that is designed to whet students' appetite for learning. It is 
aimed at the potential early school-leaver and is also used for other stu- 
dents who have difficulty in coping with the junior cycle curriculum. The 
teachers adapt the curriculum to make the whole school experience more 
meaningful for those students who are at risk. The emphasis is on the pro- 
cess of learning rather than on a terminal examination, on what students can 
do rather than on what they cannot do. One of the basic tenets of the pro- 
gramme is that every student is capable of making progress in learning and 
that this progress should be acknowledged. A profiling system is used to 
provide this affirmation of learning. 

• The Leaving Certificate Applied: Introduced in 1995, it is a distinct form of the 
Leaving Certificate. Its fundamental goal is to prepare pupils for the transi- 
tion from the world of school to adult and working life. This cross-curricular 
programme is offered in modules, with ongoing assessments. It includes 
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vocational preparation, vocational education and general education. Stu- 
dents undertake a number of tasks, which are examined over two years. 
Credits are awarded for successful completion of the modules, for student 
tasks and for the final exams. The exam at the end of year two accounts for 
one third of the overall marks. About 3 per cent of senior-cycle students 
take the Applied programme (see following project description). 

• YOUTHREACH: This initiative is targeted at 15 to 18-year-olds who have left 
school without qualifications or vocational training. It has two phases: 

- The foundation phase to help overcome learning difficulties, develop self- 
confidence and a range of competencies essential for further learning. 

— The progression phase, which provides for more specific development 
through a range of education, training and work-experience options. 

The programme is provided under local management in more than 100 out- 
of-school centres throughout the country. It places strong emphasis on liter- 
acy and numeracy, communications, information technology and personal 
development. It is certified by the National Council for Vocational Awards. 

• Vocational Training Opportunities Scheme (VTOS): This scheme provides second- 
chance education and training for over 2 1 -year-olds who have been in receipt 
of unemployment payments for at least six months, or are entitled to a lone 
parent’s allowance, or a disability payment. Dependent partners of unem- 
ployed people are also eligible. The programme offers a variety of vocational 
options, focusing on new-technology skills, vocational skills, enterprise train- 
ing, personal development and general studies. Courses cover basic educa- 
tion, the Leaving Certificate and further education. The government allocated 
more than IEP 26 million (US$34 715 687) to this scheme in 1998. Participants 
receive a training allowance in lieu of social-welfare entitlements and travel 
and meal allowances are also paid. The programme has been aided by the 
European Social Fund since its inception in 1989 and now offers 5 000 places 
per annum. In 1997, 73 per cent of graduates progressed to employment or 
further education or training (see project description). 



“VTOS | the Vocational Training Opportunities Scheme] has had a huge impact on building 
up my self-esteem. As sentient beings it is only natural that we would aspire to something of a 
higher level than being on the dole” (the comment of an unemployed man). 

“The assumption is that offering a rich variety of educational experiences will motivate 
I 114 students to remain in the system." 
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Case study No. 1 




Protect: 



The Leaving Certificate Applied 




Starting date: 1995 



This relatively new qualification appears to have boosted the motivation levels of 16 to 
^ 18-year-olds who are not suited to the more academic Leaving Certificate programme 




The Leaving Certificate is ingrained into the national psyche in Ireland. A 
"good Leaving" is the hope of most parents for their children. But as increasing 
numbers of young people remained in secondary schools it became obvious that 
many were not motivated by the traditional two-year academic programme. Alter- 
native programmes were experimented with and, while innovative, they faced the 
difficulty of achieving the same national status as the Leaving Certificate. Eventu- 
ally, it was decided to have a new programme under the umbrella of the Leaving 
Certificate, to be called the Leaving Certificate Applied (LCA). 

A strong promotion was needed from the beginning and a business leader was 
invited to chair the working party that drew up the new curriculum. Its establishment 
coincided with a growing Irish interest in the work of Howard Gardner on Multiple 
Intelligences and the challenges posed by his views for devising curricula and assess- 
ing students’ achievements. His theory moves away from the traditional emphasis 
within education on a narrow band of linguistic, mathematical and cognitive skills 
towards an approach which recognises seven broad spheres of intelligence - linguis- 
tic, mathematical/cognitive, spatial, musical, bodily/kinaesthetic, interpersonal and 
intrapersonal. It encourages teachers to identify the ways in which a child is intelligent 
and to help the child use his/her intelligence to become an effective learner. 

The LCA is built around three main strands: 

• General education, which includes the areas of modern languages, social 
education, arts and culture, leisure and recreation. 

• Vocational education, which includes mathematics, technology, tourism/ 
catering, horticulture and information technology. 

• Vocational preparation and guidance, which also include communication 
skills and media education. 

A key component is the way in which students are assessed and examined. 
Students accumulate up to 100 credits during a two-year programme. A student 
receives one credit for satisfactorily completing a module ("Satisfactory completion" 
requires students to attend at least 90 per cent of the sessions). Since students take 
40 modules, they can gain 40 credits for completing them. Final examinations 
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account for 33 credits; external examinations are set in five areas - English and 
Communication; Two Vocational Specialities; Mathematical Applications; Irish and 
Modern European Languages; Social Education. The remaining 27 credits are dis- 
tributed according to criteria used in assessing student tasks - practical activities 
or projects in which students working individually or in teams apply their class- 
room experiences to "real" situations. The tasks are graded by external assessors 
who interview the students. 

The LCA is offered in more than 200 schools and centres, alongside the estab- 
lished Leaving Certificate. One such school is in Ballyphehane in Cork where the 
Presentation Order of nuns has a secondary school catering for 400 pupils from a 
broad socio-economic background. The school has disadvantaged status, which 
entitles it to additional funding and staffing. Up to 80 per cent of the students in 
the Leaving Certificate Applied Class whom we met work part-time in local busi- 
nesses. The school recognises the need to “push” the academically bright on the 
established Leaving Certificate programme while offering valuable educational 
experiences to those on the LCA. This is in line with its philosophy of catering for 
the needs of individual pupils. It is also important in the context of declining 
enrolments and competition between schools. 

Ballyphehane has a long tradition of involvement in curricular innovations, so the 
introduction of the LCA in 1997 was less of a shock than it might have been to other 
schools. Its first batch of LCA “graduates” pursued various career and education paths 
after leaving the school in 1998. More than a third went on to a local further education 
college, mainly to take secretarial courses. Virtually all the others went directly into 
employment. Even without the economic boom, the recruitment rate would probably 
have been good because employers were pleased with the programme and offered 
jobs to work-experience students. The four periods of work-experience over the two 
years allow the participants opportunities to try a variety of jobs. 

The experiences gained from the student tasks are also important, in particu- 
lar the benefits of working as a team on a class project. In Cork, one group did a 
presentation on the film Titanic that it staged for another class. The participants all 
undertook different duties, from preparing invitations on the computer and print- 
ing them to introducing the presentation to the guests. All found it worthwhile and 
regarded it as an achievement. 

Two other outcomes warrant mention. The first is the healthy self-esteem 
among the participants which was evident during the OECD visit. They did not 
have any sense of failure for not having attempted the established Leaving Certificate 
programme but rather a sense of achievement for tackling the LCA 

The other welcome outcome is the students' commitment to further education 
or training as the basis of lifelong learning. Students can participate in further edu- 
cation courses which have mushroomed in the past decade and which are 
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validated by the National Council for Vocational Awards. They can then go on to 
study for higher education qualifications. The increasing availability of part-time 
further education opportunities will make that progression easier in future. 



Case study No. 2 




Project : 



Starting date : 



YOUTHREACH 

1988 




More than 100 centres are now offering this programme which is transforming the lives of 




some of Ireland's least-advantaged school-leavers 







YOUTHREACH is the main official response to the challenge of motivating young 
people who have left school with minimal or no qualifications and who are over 15. 
Conventional schooling left many of the participants with a sense of uselessness 
and failure; they have short-term goals and unrealistic ambitions; they are also mis- 
trustful of the "system” and may have been in trouble with the law. The author of an 
evaluation report consulted YOUTHREACH participants and found that: 

"The most significant recurring themes were responsibility, trust, choice 
and respect. For many of the young people involved, YOUTHREACH rep- 
resents the first environment in which anyone has taken time to listen to 
them. In some centres, young people contract themselves into the pro- 
grammes, are consulted on rules and rule changes and are responsible for 
centre upkeep and hygiene. A participative rather than didactic methodol- 
ogy is applied in general. Persons are generally persuaded rather than 
forced into situations (ESF Evaluation Unit, 1996).” 

The diversity and richness of the experiences and programmes available in 
the 100 centres is also unusual. For instance, the Hi-w@y internet cafe in the town 
of Navan focuses on disadvantaged early school-leavers at risk of exclusion in a 
knowledge society. It is an innovative response to the challenges of integrating 
new technology into the informal education sector. The venture is part-funded by 
the EU programme, Youthstart, and partners from three centres in Germany have 
participated in an exchange visit to Navan, developing friendships which have 
continued through e-mail contact. 

The centre has transformed the lives of many of the participants, giving them 
secretarial and information technology (IT) skills that are in demand by employers 
in the bustling Co Meath town. Three of the female participants were studying to 
become IT teachers and pass on their new skills to other trainees and to local 
schools. The centre also functions as a cafe for the general public, serving snacks 
and light meals. The tasks of preparing the food and serving the customers are 
shared by the participants. Coming into contact with the public gives them 
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self-confidence, especially when adults ask for help with sending e-mail messages 
to family members abroad. The trainees get an allowance and refer to their “job" 
in YOUTHREACH rather than to training or education. 

In nearby Drogheda, the YOUTHREACH centre shares a large building in the 
middle of town with a number of small businesses. Virtually all the young people 
involved have negative feelings about formal schooling, but this centre is a hive of 
activity. It focuses on the holistic development of the individual and provides a 
safe learning environment. This is particularly important, given that some of them 
have serious personal problems relating to crime/drug abuse/poverty. 

The centre has its own drama group, and it has made two short films, one of 
which, "Rebels”, was screened on national television. The participants have also 
built their own boats, including an 18 foot “Celtic Warrior" which is used as a row- 
ing/sailing skiff. Their samba workshops are very popular and they organise exhi- 
bitions of their work, including one on attitudes towards discrimination. The 
overall programme focuses on the preparation of young people for their career. 
The module on enterprise is therefore extremely relevant. The three groups that 
are based in the centre are involved in very different enterprises - a sandwich ser- 
vice, and the production of greeting cards and stained-glass mirrors. The greeting 
cards project featured in the final of a local enterprise competition. The sheer vari- 
ety of successful activities creates its own “feel-good" factor for the trainees who 
develop a sense of belonging to a programme that works. 

Apart from the dedication of the staff and the support of the county’s Voca- 
tional Education Committee, two other features stand out. One is the links with 
outside bodies, both locally and cross-border. These links are an essential part 
of the process of developing good referral and progression routes for partici- 
pants. The other is the flexibility over funding. In the Drogheda case, other 
sources were tapped, such as the Special Support Programme for Peace and 
Reconciliation. This allowed the organisers to buy in additional services to pro- 
vide a richer educational environment for the participants. The educational 
approach is challenging; it accepts where each young person is starting from, 
helping him/her to map out a route. The centre offers a different menu to the 
traditional school but the outcomes are comparable. 
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Project : 



Vocational Training Opportunities Scheme (VTOS) 




Starting date: 1989 




The long-term unemployed are being given the opportunity to return to education and 
learn how to use state-of-th e-art IT and video equipment 




Galway is a thriving city, one of the fastest-growing in Europe. It is the cultural 
capital of the west of Ireland, a busy tourist resort and home to many of the new 
industries that have fuelled Ireland’s economic boom. Alongside expensive hous- 
ing and hotels, however, it has pockets of serious disadvantage, marked by low 
educational achievement. 

The city's Vocational Education Committee, in partnership with local agencies 
and statutory bodies, offers a range of full-time courses designed to meet the 
needs of both clients and the local economy. One or two-year courses are offered 
in: business and marketing; community and health services; computer and envi- 
ronmental studies; design technology; general studies; interior design; languages 
and business studies; media studies; sound engineering; television and video 
production; and the established Leaving Certificate. The general studies courses 
are mainly aimed at those who need a basic foundation level programme, while 
most of the others are further education courses. Participants receive a training 
allowance in lieu of a social welfare payment, plus a modest meal allowance. 
Some are also entitled to fuel and butter vouchers, rent and/or travel allowances. 

The programme options are offered under the broad heading of VTOS. They 
are available in two centres which cater for 240 participants ranging in age from 
their early twenties to over 60. About 30-40 participants are non-nationals. 
Between them, the centres have 28 mainly part-time teachers as well as other 
co-ordinating and administrative staff. 

The centres have state-of-the-art equipment, especially in the information 
technology and video-production areas. That fact, coupled with the possibilities of 
progression to higher education, has attracted participants who, while unem- 
ployed and eligible, are not seriously disadvantaged, perhaps having completed 
lower or upper secondary education. It is worth noting, however, that the eligibility 
criteria for VTOS have been widened considerably since its introduction in 1989. 
The qualifying period was reduced from 12 months’ unemployment to six months 
in 1994. This significantly increased the potential target group. 

Getting to the long-term unemployed is, of course, extremely challenging. 
VTOS has been a successful programme: indeed, its very success is one of the rea- 
sons it has become "respectable’’ and attracted middle-class clientele. However, 
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its national co-ordinator is conscious of the dangers of it being "colonised" by the 
more advantaged unemployed who already have an upper secondary education. 
Partly at her suggestion, a review is under way on how it can also reach the most 
marginalised and encourage them back into learning. 

A report from the European Social Fund Evaluation Unit has recommended 
the introduction of separate criteria for different levels of VTOS. The unit sug- 
gested that eligibility for the foundation level be reduced to one week and raised 
to one year for further education courses (ESF Evaluation Unit, 1 998). In Galway, 
the organisers have made great efforts to attract the seriously disadvantaged 
through leaflet distribution, church announcements, setting up desks in social wel- 
fare offices, developing links with other training-providers and employment ser- 
vices, and using past participants to encourage others to join. The organisers also 
arranged for a local radio station to broadcast a popular three-hour show from one 
of the VTOS centres. Their efforts have been rewarded but they accept that it is an 
on-going struggle to persuade the seriously disadvantaged to take that first step 
through the door of the centre. Once inside, they are happy to stay. As two broth- 
ers on the Galway course remarked: “It’s the best thing that ever happened to us.” 

The Evaluation Unit and the government’s recent Green Paper on adult educa- 
tion had also recommended the introduction of part-time and flexible VTOS 
courses. A further recommendation for better guidance-counselling services for 
VTOS participants highlights one area that needs addressing. 



* * * 



Innovation and effectiveness 

The rich variety of educational initiatives in Ireland offers valuable insights 
into the profession of teaching and many are excellent models. The features that 
seem to work in motivating groups and individuals who did not relate well to tra- 
ditional schooling include: 

• Curricular innovation which is person-centred rather than subject-centred. 

• Different forms of assessment. 

• Teamwork combined with a willingness to change the core team of teachers 
involved when necessary. 

• Links which harness practical community support in terms of recognition, 
resources and work-placements. 

• Good relationships between teachers and students. 
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• The use of information technologies in informal education settings. 

• Enterprise/work-experience elements. 

• Flexibility of funding. 

Surveys point to the national success of the three programmes described in 
this chapter. Progression rates into employment, further education or training are 
very high and relatively easy to monitor. Harder to quantify are the personal bene- 
fits such as higher self-esteem and improved motivation, as well as the benefits to 
society in terms of savings on social security and health costs for those who could 
have drifted into long-term unemployment. 

Transferability of strategies 

The three programmes have a number of elements that can be applied else- 
where. There are no "typical" YOUTHREACH, Leaving Certificate Applied or VTOS 
students and the programmes start from where the clients are rather than where 
they should be. They are all learner-centred and this involves believing that the stu- 
dents possess knowledge, skills and know-how. The three programmes involve 
experiential, action-orientated learning. 

Although both VTOS and YOUTHREACH are national programmes the localisation 
of management allows for greater flexibility in meeting the diverse needs of poten- 
tial participants. Modularisation, part-time and weekend-opportunities are being 
developed. As the YOUTHREACH national co-ordinator, Dermot Stokes, com- 
ments: “Localisation of management allows for the education and training to be 
contoured according to the local educational, economic and cultural landscape." 
Surveys have shown just how diverse and acute those local needs can be. Around 
30 per cent of YOUTHREACH participants have spent less than one year in sec- 
ondary school, and/or have "difficult domestic/community circumstances" and/or 
were abusing alcohol or other substances. 

The importance attached to Information and Communication Technologies (ICTs) in all 
the programmes cannot be overstated. ICTs can transform the learning situation, giv- 
ing the learner greater control over the pace of acquiring new knowledge and skills, 
and altering the relationship between the "teacher” and the "student". Computer lit- 
eracy is seen by education and training-providers as essential if disadvantaged 
people are not to be left further behind in the Information Society. 

Equally important is the need for support services for students. Attracting the 
most marginalised into a learning environment is one challenge, retaining them is 
another. There is a particular need for personal and vocational guidance, and 
access to specialist support. The networking between the school/centre and the 
wider community provides opportunities for developing contacts with other 
individuals and agencies that can also provide support. 
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Adequate resources and national certification are obvious requirements for any 
successful programme as well as properly structured in-service development of staff. 
Teachers and trainers need to have a variety of skills if they are to relate to their stu- 
dents in a manner different from the traditional, subject-based secondary teacher. 
Teaching in Ireland, as in other OECD countries, is becoming a "greying profession” 
and many older teachers find it difficult to countenance the changes in approach 
that will be required if this new client group is to get the attention it needs. 



Commentary 

The department’s policy focuses on the development of a continuum from 
pre-school through to adult education but there is still some way to go towards 
reaching that goal. The various initiatives have developed in a patchwork manner 
as policies evolved and resources became available and there is need for a 
greater co-ordination of effort between them. There is also need for on-going eval- 
uation but it is recognised that some programmes are so recent that it is difficult 
to gauge their effectiveness at this stage. However, some attempt might be made 
to assess the quality of work-placements from programmes such as YOUTHREACH 
and VTOS. 

Undoubtedly, the shortage of staff for many industries makes it somewhat eas- 
ier to place disadvantaged people in work. It has arrested the drift towards "quali- 
fications inflation" which had characterised employment patterns in Ireland up to 
the early 1990s when employers were able to draw from a pool of over-qualified 
people competing for limited openings. Shortages alone, however, will not compel 
employers to take on people who lack the necessary basic skills: indeed, some 
Irish employers are already recruiting overseas to fill vacancies in the teleservices, 
software and catering industries. 

Overall, it is clear that early school-leaving and lack of motivation are prob- 
lems in Ireland as they are in almost every other country. A recent study carried 
out for the City of Dublin Vocational Education Committee found that just over 
two-thirds of young school-leavers appeared to have become alienated from 
school (O’Sullivan, 1999). More of the same in traditional secondary school set- 
tings is not the answer for those "failed” by the education system. There is an 
alternative approach embedded in the three programmes described in this chap- 
ter- of affirmative but challenging education, with the person and the process of 
development at the centre, rather than the subject. 



| 122 



© OECD 2000 



Ireland 



Bibliography 

DEPARTMENT OF EDUCATION AND SCIENCE (1998), 

"Adult Education in an Era of Lifelong Learning", Dublin. 

ESF EVALUATION UNIT (1996), 

Evaluation Report: Early School Leavers Provision, European Social Fund Evaluation Unit, 
Dublin. 

EUROPEAN SOCIAL FUND EVALUATION UNIT (1998), 

"Evaluation Report, ESF and the Long Term Unemployed", Dublin. 

NATIONAL ECONOMIC AND SOCIAL FORUM ( 1 997), 

“Early School Leavers and Youth Unemployment", Forum Report No. 11, lanuary. 

O’SULLIVAN, L. (1999), 

"Early school leaving in Dublin city”, Department of Education and Science, internal 
document. 

SMYTH, E. (1999), 

Do Schools Differ?, ESR1, Dublin. 



123J 



© OECD 2000 



1 i 



JAPAN 




Tokyo: 

Study sites 1 and 2 



Ashlya City: 
Study site 3 



Land area in square kilometers: 378 000. 
Total population (1998): 126 486 000. 

Youth population - under 15 years (1998): 

- 19 099 386, 

- percentage of total population: 15.1%. 

Youth unemployment (1998): 

- 15-24 year-olds: 7.7%. 

Percentage of 18-year-olds in education/ 
Per capita GDP (1997 prices): 24 574 USD. 
Birth rate per 1 000 population (1996): 9.5. 



* Figures not available. 

Sources: Labour Force Statistics: 1979-1998 , OECD, Paris; Annual National Accounts, Main Aggregates , 

Volume 1, 1999, OECD, Paris; Education at a Glance, OECD Database 1999, Paris. 
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Country context 




Education: The Japanese public school system has two compulsory stages 
for students aged 6-15: elementary (six years) and lower secondary (three 
years). Following competitive examinations, most students enter upper 
secondary education where the majority takes general courses designed 
for university entry. The Ministry of Education, Science, Sports and Culture 
(Monbusho) has responsibility for all education from kindergartens to uni- 
versities, including a substantial and influential private education sector. 
Monbusho co-operates with the 47 prefectures, each of which has a board 
of education that acts as a regional education authority. Within the prefec- 
tures there are municipalities that also have educational functions. Mon- 
busho has defined a national course of study, for elementary and 
secondary schools and it also approves school textbooks. While the course 
of study sets national standards for school curricula, schools may design 
their own curricula to match local circumstances. Over 40 per cent of high 
school graduates gain higher education places; about 47 per cent of 
females and 35 per cent of males. However, more than half of the female 
students go on to the two-year junior colleges, while close to 95 per cent of 
the males enter university. 

Economy: In the 1980s Japan epitomised the Asian tiger economies with 
highly successful and sophisticated industrial and financial sectors. 
The 1990s have seen a major downturn in the economy coinciding with an 
increasing awareness that fundamental changes have also been occurring 
in Japanese society. The economic bubble burst in 1993 with an increase 
in unemployment that was especially marked among women and the 
youngest and oldest age groups. An OECD report published in 1998 called 
for the reform of the financial sector, more support for economic activity 
and reform of the industrial structure. Demographically, there has been a 
substantial expansion in the size of cities leading to congestion, commuting 
and the loss of a sense of community. Falling birth rates combined with an 
aging population have direct implications both for the educational system 
and social welfare arrangements. 



Student motivation issues 

Given the very high proportion of Japanese students who enter higher educa- 
tion it might appear that motivation is not a critical issue. Furthermore, Japanese 
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school students have performed very well in international tests. The government 
is, however, concerned about the figures for truancy, dropouts and anti-social 
behaviour. It is also worried that the school examinations system may reward the 
accumulation of factual knowledge rather than the development of skills that will 
be useful in adult life. 

According to a survey by Monbusho, the Ministry of Education, the number of 
students truanting from public and private elementary and lower secondary schools 
for 30 days or more a year is increasing. In 1997, 21 000 elementary school children 
and 85 000 lower secondary students were classed as truants (the equivalent figures 
for 1995 were 1 7 000 and 65 000). More than four in ten lower secondary truants 
(42 per cent) said that their absence stemmed from problems with other students 
and poor examination results; 33 per cent blamed their mental state; and 1 7 per 
cent cited problems at home, including relationships with parents. 

While the proportion of upper secondary dropouts is not that high compared 
to other countries, it is considered to be a serious problem. Education is highly 
valued in Japan and parents expect their children to excel academically and pro- 
ceed to higher levels. This inevitably discourages dropping out. The fact that the 
education system makes it difficult for dropouts to resume their studies at a later 
date also means that students have little choice but to stay in school regardless of 
their level of motivation. 

Monbusho has reported that the percentage of dropouts from public and pri- 
vate upper secondary schools peaked in 1997 at 2.6 per cent (111 000 students) of 
whom the majority was first-year students (54.8 per cent). Most students dropped 
out to enter employment or to transfer to other schools, but others left because 
they had enrolled in upper secondary school without clear objectives and were 
dissatisfied with their courses and the teaching methods. 

Although there is a continuing reference to bullying and school violence in 
government publications concerned with lifelong learning, surveys reported by 
Monbusho (1994) suggest that bullying reached a peak in the mid-1980s and has 
since declined. However, a study published by the Bureau for Youth Problems 
indicates that the problem has shifted from overt violence to psychological intimi- 
dation, such as ostracism (Kajita, 1997). As we shall show later, an extremely vio- 
lent incident involving school students can have a powerful impact locally and 
nationally. Such incidents alter the perception of the problem as depicted in 
national statistics. 

To keep the concern for truancy, dropping out and anti-social behaviour in 
perspective, we need to bear in mind that another Monbusho survey showed that 
in 1994 some 94 per cent of lower secondary students and 93 per cent of upper 
secondary students were satisfied with their school life. However, upper secondary 
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students said that their principal sources of dissatisfaction were the “content and 
process" of teaching, teachers, and their grades. 

This concern with grades relates to the highly competitive nature of schooling 
at all levels in Japan. Competition, seen through the eyes of the winners, can be 
highly motivating, but for the losers the reverse is true. In fact, there is a marked 
polarisation among the student population: one group is highly motivated and 
competitive, but others have little interest in learning. Many members of the latter 
group are taking part-time jobs, not out of necessity but in order to purchase con- 
sumer goods or finance their leisure activities. 

There is severe competition in entrance examinations to enter high-status 
upper secondary schools and universities. This helps to explain why more than a 
quarter of applicants for higher education are ronin - those who have spent at least 
an extra year on preparatory studies after graduating from upper secondary 
school. But in large cities, even elementary school children are obliged to com- 
pete for places in desirable lower secondary schools. This competition has led to 
increases in the proportion of elementary and lower secondary students attending 
private tutoring schools or juku (Monbusho, 1994), which supplement the teaching 
they receive during the day. In some city areas, it would not be unusual for a lower 
secondary student to attend juku or other classes for sport and other activities 
until 10 p.m or even later every weekday and even on the weekend. This situation is 
tolerated because it has been generally believed — at least up until the current eco- 
nomic downturn - that by winning a place at a renowned university a student can 
secure a good job for life. Because of the discriminatory recruitment policies adopted 
by many Japanese employers this has been especially true for male students. 

Students we met were not unhappy with their juku classes. Indeed, some pre- 
ferred them to their normal school lessons. This was partly because there was a 
choice of classes — especially in the urban areas - but also because the juku 
enabled them to meet friends and establish closer links with teachers than in their 
normal schools. However, there was competition to register for the best juku, and 
there was usually a strict testing regime in these schools. 

juku is a feature of all levels of education from kindergartens to universities. 
These tutoring schools act as a powerful force that has to be taken into.account 
when educational reforms in the public sector are being formulated. Monbusho 
has expressed concern that excessive juku attendance limits children’s opportuni- 
ties for play and other everyday experiences that are appropriate to their stage of 
development. Correcting this enormous concentration on examination success has 
been one of the major issues facing Japanese education. It is recognised that 
reform is needed but it will not be easy to achieve because conventional examina- 
tions have arguably become even more important since the economic downturn 
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of 1993. Schools will, however, have to do more to prepare students for the eco- 
nomic and social changes that they are likely to encounter in adult life. 

Because of the new economic climate, even blue-chip companies are much 
less likely to offer a job for life and unemployment rates for 16 to 25-year-olds, 
particularly for women, have been increasing. However, the strong attachment of 
parents and teachers to high-status schools and universities is a formidable bar- 
rier to change. Indeed, the social status of Japanese graduates - as well as their 
employment prospects - is largely dependent on the ranking of the university 
they attended. All state schools and private schools are also ranked and it is the 
determination to get as far up the pecking order as possible that motivates 
teachers and students at all levels of education. 



Main policy approaches 

While it is possible to trace Japanese government interest in lifelong learning 
to the 1 970s, the enactment in 1 990 of the Law for Promoting Lifelong Learning was 
an important milestone. This prompted the setting up of the National Council for 
Lifelong Learning that has produced a series of advisory reports on issues such as 
strengthening the links between schools and their communities. 

Consultative bodies are highly important in the Japanese political system: 
they help to prepare policy proposals and also evaluate new initiatives. In 1996, 
another of these bodies, the Central Council for Education (1996), proposed the 
encouragement of a “zest for living” ( ikuru chikara): 

"It was clear to us that what our children will need in future, regardless of the 
way in which society changes, are the qualities and the ability to identify problem 
areas for themselves, to learn, think, make judgements and act independently 
and to be more adept at problem-solving. We also felt that they need to be 
imbued with a rich sense of humanity in the sense that while exercising self-con- 
trol, they must be able to co-operate with others, have consideration for their 
needs and have a spirit that feels emotion. It also goes without saying that if they 
are to lead vigorous lives, a healthy body is an indispensable requirement. We 
decided to use the term zest for living to describe the qualities and abilities needed 
to live in a period of turbulent change and felt it is important to encourage the 
right balance between the separate factors underlying this term.” 

This statement, with its sharp focus on the learner, has implications for the 
organisation of the school curriculum and timetable, for teaching and learning 
strategies and for student assessment. It reinforces the proposals made by the 
Curriculum Council in 1987 for new courses of study to be based on respect for the 
individual. The term “scholastic ability" was introduced to cover such aspects as 
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students’ willingness to learn independently and the ability to think, judge and 
express themselves. Monbusho argued that what was required was a major modi- 
fication in the ways in which "educators and the general public think about educa- 
tion and evaluate children” (Monbusho, 1994). 

In order to develop the zest for living, the Curriculum Council said it was vital to: 

• Teach subjects in a way that motivates students to study and learn. 

• Enhance problem-solving and learning through experience and increase 
students’ study choices to respect their individuality. 

• Introduce teaching methods responsive to the needs of individual students. 

In 1998, the council reduced the number of class hours and the content of the 
curriculum to provide space for promoting the "zest for living”. Standards are now 
more generalised and flexible and schools are expected to create their own curric- 
ula reflecting local circumstances. There has also been an increase in the number 
of elective subjects at lower secondary school. This is also intended to motivate 
students. 

Three other developments are linked to these proposals for the reduction of 
curriculum pressure. The first is the staged introduction since 1992 of the five- 
school-days-per-week scheme so that there will be no half-day schooling on Satur- 
days after 2002. The second is the promotion of the "Period for Integrated Stud- 
ies” at all levels of schooling and the third, and most recent (1999), is the 
unification of lower secondary and upper secondary schools (see Case study 2). 

There has also been an increasing interest in the role of families in school 
education. Clearly, many parents invest heavily both in private schooling and in 
juku - particularly at the lower secondary stage. One survey of 150 schools that was 
carried out for Monbusho in 1996-97 suggested that 75 per cent of state school 
lower secondary pupils attended juku or had a home tutor. Their parents spent an 
average of JPY 215 986 a year (US$1 939) on supplementary education. A smaller 
proportion of private lower secondary students attended juku (58 per cent), but 
their parents paid marginally more, on average, for their extra studies 
(JPY 216 143). However, it is argued that there is much to be gained from closer 
co-operation between schools, families and local communities, not least in moti- 
vating young people to engage in activities other than cramming for examinations 
(see Case study 3). 

While these motivation-related reforms and policies have affected all schools, 
there are some changes that apply only to upper secondary schools, including: 

• Integrated courses, bridging general and vocational studies, where students 
select subjects suited to their personal interests and create their own 
curricula guided by teachers. Introduced in 1994, there are now 124 public 
and private courses of this kind in all but one of the prefectures. 
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• Credit-system upper secondary schools that allow any individual to receive 
upper secondary education as part of lifelong learning. These schools, which 
have been in operation since 1988, are characterised by a curriculum that is 
not divided into year groups. Students graduate by accumulating the 
required number of credits. They may enter during any semester and may 
bring with them credits obtained at another upper secondary school. Credit- 
system schools offer many subjects and provide classes at various hours, 
including during Saturdays and Sundays (Case study 1). There are currently 
266 public and private credit-system upper secondary schools in all 
47 prefectures. About half of them offer full-time courses, the remainders 
provide night and correspondence courses. 

• Alternative methods of selecting students. A growing number of upper sec- 
ondary schools have introduced new selection policies - interviews, short 
essays or recommendations from lower secondary schools - to reduce the 
importance of the entrance examination. 

In addition to reforming school organisation and curricula the government has 
sought to improve career guidance and counselling in schools. The focus at the 
point of transfer from lower to upper secondary is on school selection. Less atten- 
tion has been paid to the most appropriate upper secondary pathways for individ- 
ual students. The government believes that students need more help in 
understanding the various choices they can make about the future (Monbusho, 
1994). But it wants students to make their own decisions and take responsibility _ 
for those choices. 



“T he number of class hours and the curriculum content have been reduced to provide 
space for promoting a ‘zest for living'." 

"Students at Shinjuhu Yamabuki school can attend classes on a day and time convenient 
to them." 
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Study sites 



Case study No. 1 



| 132 




Institution: 
Location: 
Starting date: 



Shinjuku Yamabuki Upper Secondary School 

Tokyo 

1991 




Former truants and dropouts are being offered a second chance at an upper secondary 
school that operates an unusual shift system 



The opening of the Shinjuku Yamabuki Upper Secondary School coincided 
with the release of a 1991 report (Central Council for Education, 1991) proposing 
various reforms to upper secondary education. It recommended the establish- 
ment of a credit-based system where the curriculum is not structured by year 
grades. Under this arrangement, students may graduate whenever they have accu- 
mulated the required number of credits. Students following part-time courses and 
correspondence courses have benefited from such a system since 1988. In 1992, it 
became available to full-day students as well. 

The credit system allows students to create their own study plans, enabling 
them to work independently when necessary. Such plans are likely to reflect their 
own aptitudes, interests, and career aspirations. It is argued (Monbusho, 1994) that 
it “should be possible to use the special characteristics of the credit-based system 
to prevent a decrease in the motivation to learn and the drop-out phenomenon". 

The principal of Shinjuku Yamabuki school emphasised that the credit-based sys- 
tem offered students a second chance. It also enabled them to move from one school 
to another, carrying their credit with them. He was proud that, although students had 
to compete for places at his school, account was not taken of their previous school 
experience. Students were not penalised for having been truants or dropouts earlier. 

Special courses had been designed for adults though some of them were 
studying alongside conventional upper secondary students. The school accommo- 
dates some 1 300 conventional students and 1 150 recurrent students, who usually 
attend only one day a week. Half of their credits must come from compulsory 
courses; the remainder from courses they have chosen themselves after receiving 
guidance and counselling from the three specialist staff in the school. 

Central to the school’s programme of studies is a four-shift system offering 
flexibility to students who may attend classes on a day and time convenient to 
them. They may attend one of two courses, each of which includes electives, and 
any of the four shifts. Although the school does not claim to have introduced innova- 
tive teaching methods, the principal emphasised that many of the adult students 
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had been truants or dropouts from other schools where they had been dissatisfied 
with the learning environment. They would be unlikely to tolerate teaching 
methods not designed in their interests. 

The school also provided conventional correspondence courses for those stu- 
dents unable to attend classes for health reasons or because of job or family 
commitments. About half of the adult students were women. 

No formal internal or external evaluation had been undertaken of the strengths 
and weaknesses of this credit system. There was government recognition that the 
arrangements were worthy of consideration by others and they had been used as an 
example in a Monbusho document (Monbusho, 1994). At the time of our visit, plans 
were in place for an evaluation to mark the school’s tenth anniversary. 

The principal pointed to the heavy costs of running a complicated, credit- 
based system. Electives meant smaller classes, even though the general studies 
classrooms were designed for the conventional classes of 40 students, and more 
teachers. Managing the timetables for staff was also difficult, not least because the 
school was open on Saturdays and Sundays, as well as from 8.45 a.m to 9.20 p.m 
every weekday. He felt that this would discourage prefectures from introducing 
many credit-based upper secondary schools of this kind. Although, as mentioned 
earlier, there are 266 credit-based upper secondaries in japan, few offer the 
degree of flexibility to be found at Shinjuku Yamabuki school. 

Asked about the motivation levels in his school, the principal said that the 
students’ destination statistics provided the best testimony. Although these were 
second-chance students, 70 per cent of them would go on to university and the 
remainder would enter vocationally orientated colleges. 

Case study No. 2 




Institution: 



Attached Secondary School to the University of Tokyo 



Project starting date: 1963 




This experimental school asks prospective students to take an entrance test but it 
^ believes that there is more to education than preparing for examinations 




Established in 1948 during the American occupation, this school was intended 
to fulfil three functions: to introduce innovative practices; to avoid elitism; and to 
provide slow learners with special education, including vocational training. In 
effect, the school has focused on the first two aims and has made a special feature 
of educating twins. 

The school recruits students using a mixture of lottery and scholastic ability 
examinations from all parts of Tokyo. From the outset it has been a combined 
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lower and upper secondary school with automatic transfer between the two sec- 
tors. As such, it clearly preceded the proposals for consistent education contained 
in the 1998 amendment to the School Education Law. As long ago as 1963 it had 
introduced a 2-2-2 arrangement in which the first two years of secondary schooling 
are considered to be foundation years, followed by two reinforcing years, termi- 
nating with two advanced or developmental years. The school was proud of its cur- 
riculum that had been designed to meet the minimum national requirements for 
class hours and credits but also had a unique elective subject arrangement. The 
school administrators pointed out that their students do not have automatic 
access to the University of Tokyo. However, in many attached schools in Japan, stu- 
dents can move on to higher levels in the same school without open competition, 
in some cases even from kindergarten to graduate school. This means that the 
competition for places in some prestigious institutions is pushed down to the 
lower age groups. 

During our visit the deputy principal explained that, since 1981, students have 
been put into groups of four or five members on entry to the school. Each group 
meets once a week for two hours to take part in largely self-determined learning 
activities. 1981 also saw the introduction of thematic, or integrated, studies that 
bridged the final year of lower secondary education and the first year of upper 
secondary education. Teachers provide students with a list of themes from which 
they select those they wish to study. Although the choice has to be made by the 
group this is seen as a way to stimulate students’ personal interests and channel 
their curiosity. The themes are drawn from real-life issues giving the students the 
opportunity to share their reflections with other group members and classes and 
enabling them to acquire report writing and presentational skills that will be use- 
ful in later studies, especially in universities. 

Some of these features were highlighted in a lesson we observed in a school 
hall where three lower secondary classes, approximately 120 students, were 
arranged in large groups. They were studying an environmental theme: using 
detailed street maps they had located trees in their home neighbourhoods and 
were assessing their health. All the students were undertaking the same task 
directed by a worksheet and a teacher who addressed them by microphone. He 
was supported by other teachers who moved between the groups offering help 
and encouragement as needed. The exercise concluded with pairs of students 
giving oral, illustrated presentations of their findings to all the students. 

Here were aspects of group activities, peer support, team teaching, integrated 
studies and thematic enquiry that find echoes in Monbusho reports. The school 
was making a deliberate attempt to introduce a learning environment that was 
different from the preparation for tests and examinations. 
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This emphasis on skills and integrated studies in which the students take 
responsibility for what and how to study was also evident in what were referred to as 
"graduation projects”. Towards the end of the lower secondary school, students 
were asked to prepare a project report on a topic of their choice that would be sub- 
mitted at the end of upper secondary school. We looked at two of these projects, 
one an empirical study of memory and the other a technical study of robotics. These 
were well presented and detailed studies that demonstrated the students' enthusi- 
asm for individualised study. The students received personalised tutorial support 
and their work was displayed to parents and others at an open day. The deputy 
principal believed these projects were highly motivating and enabled the students 
to acquire skills that would be useful in university or in adult life. 

The group activities and independent studies are in harmony with govern- 
ment proposals associated with the zest for living. What was not clear was the 
interaction between these innovations and the mainstream curriculum. One stu- 
dent we interviewed said that he was torn between subject learning which led to 
entrance exams and group activities which he enjoyed but could not afford to 
spend too much time on. It may also be significant that this innovative work does 
not appear to have been copied by other schools. 



Case study No. 3 




Location: 



Ashiya City in the Hyogo Prefecture, southwest |apan 



Project starting date: 1 998 



\r : ’■* 

\ 




The after-shocks from a devastating earthquake and a highly-publicised murder have 
caused the Hyogo prefecture to reconsider the demands that secondary schooling makes 
on students 




This project enables lower secondary students to spend a week in which they 
"can do and try whatever they want to do”. The project title, Trai-yaru Week con- 
tains a pun that not only draws attention to the need to try new things but refers to 
the "tri”, as in triangle. This highlights the tripartite partnership between school, 
family and local community. 

The week of out-of-school activity has been offered to 14-year-olds since 
April 1998. Many interlocking reasons were given for this innovation: 

• The Great Hanshin-Awaji Earthquake on January 17, 1995, devastated the 
local community and caused its members to think harder about such issues 
as respect for nature, the dignity of human life, community co-operation and 
the potential of volunteers in schools. 

• A brutal murder in which a teenager beheaded a younger child in Kobe city in 
the Hyogo prefecture had focused people’s minds on social harmony; violence 
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in schools was also increasing and more young people were becoming 
delinquent. 

• Between the ages of 13 and 15, students’ emotional and physical growth 
causes them to be confused about the present and uneasy about the future. 

• The school curriculum and organisation were perceived as rigid and uniform. 

• Family relations were deteriorating in response to: parents’ changing work- 
ing conditions (long hours and the movement of fathers to workplaces dis- 
tant from home); the over-protective attitude of parents, and the impact of 
new technology (mass media and computers) that reduced the quality of 
family relationships. 

• Too much weight was placed by parents on entrance examinations to high- 
status schools, colleges and universities and this meant that schools could 
not allocate time to students’ personal and social education. 

• Teachers had difficulty in introducing elective subjects and matching 
the pupils’ interests with the curriculum. 

In July 1997, the Hyogo Prefectural Board of Education held an emergency 
meeting at which the following proposal was discussed: 

"It is necessary to shift the emphasis from an education where we have 

tried to teach lots of knowledge for results to one where we support stu- 
dents to learn to acquire a way of living or a zeal for living.” 

Plans were drawn up to help students increase their creativity and sensitivity 
and to find their ideal lifestyles by providing them with sufficient time and space. 
It was also agreed to engage three partners - school, family and local community - 
in preparing and promoting an innovative scheme. 

The trai-yaru week was made available for all second-year students in the 
359 public lower secondary schools in Hyogo prefecture. Approximately 
59 000 students participated in the scheme in 1999, supported by some 
23 000 volunteers. 

Most schools organised the trai-yaru weeks during the month of June, because 
it was hoped that lessons learned during the week would influence students’ 
behaviour during the summer vacation. The activities can be grouped under five 
headings, and the percentage of students involved in the activities in 1998 are 
shown in brackets. 

• Work experience in service occupations: e.g. supermarket, post office, restaurant 
(72 per cent). 

• Other work: dairy farming, fishing, forestry (5 per cent). 

• Welfare activities-, institutions for the old or handicapped, kindergartens (8 per 
cent). 
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• Volunteer activities-, visiting victims of the earthquake and environmental sur- 
veys (7 per cent). 

• Creative activities in culture or art: ceramics, tea ceremony, flower arranging 
(6 per cent). 

The great majority of students (88 per cent) were able to take part in their first or 
second-choice activity. During the visit to the Hyogo prefecture we were able to 
observe and meet small groups of students from Yamate Junior Secondary School in 
Ashiya, which is one of the most affluent cities in Japan. They were supervising chil- 
dren in a kindergarten, helping to care for elderly disabled persons in a nursing 
home, assisting in a small supermarket, and serving in a fast-food restaurant. Stu- 
dents were enthusiastic about the activities and the opportunity to learn about 
working life. Although they did not go to the lower secondary school during the trai- 
yaru week they continued to attend juku and this placed heavy pressures on them. 
But there were some unforeseen consolations. One boy said that his mother had 
never come to his school but she had visited the supermarket to see him at work. 

No formal evaluation of this project had been commissioned but the Hyogo 
Prefectural Board of Education had made some preliminary judgements regarding 
outcomes for students, parents, the community and the schools. It was claimed 
that some students had come to know themselves better from making contacts 
with people in the local area. Some had learned about what was important in 
working life, contrasting this reality with what they encountered at school and at 
home. Others had learned about the discipline of working life and also about the 
importance of relating well to adults. 

Parents reported that they had spent more time talking with their children 
since the scheme began and others commented that it had caused them to reflect 
on the best way to raise children. Local residents, in turn, said that the image of 
students had been changed for the better. 

Teachers were also challenged to think more about educational reforms and to 
reflect on the importance of learning through activities in local communities. As 
part of the scheme, teachers were expected to visit the students during the trai- 
yaru week and to discuss their experiences with the activity organisers. However, 
no special in-service training was provided for teachers to help them to maximise 
the learning experiences of the students and it appeared that no time had been 
made available to follow up the students’ experiences when they returned to 
school after the trai-yaru week. 



* * * 
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Innovation and effectiveness 

There can be no doubting the importance attached by Monbusho to lifelong 
learning. The Ministry recognises that schools must prepare students for a future 
of increasing uncertainty. 

However, the Japanese educational system remains rigidly structured and 
heavily focused on knowledge accumulation through memorising and one-way 
teaching. Preparation for entrance examinations overwhelms all other educational 
activities. As we have pointed out, uncertainty about the future, especially the 
threat of unemployment, could intensify the competition for places in high-status 
educational institutions. It could also be a launch pad for reform initiatives. At this 
juncture, it appears that the old and new education agendas are in competition. 
For instance, Monbusho proposals to reduce curriculum content, introduce elec- 
tives, change teaching methods and examinations, and give students more 
responsibility for decisions regarding their own education, can be countered by 
parents who may invest more in private cramming lessons for their offspring. 

Nevertheless, there is evidence in Monbusho reports and from what we were 
able to observe during our visit that schools are able to innovate in order to pro- 
vide greater motivation for their students. The three Japanese study sites demon- 
strate that schools can give teenagers opportunities to choose studies that engage 
them as individuals. It is also evident that space can be found in timetables for 
new methods of teaching, such as group work and team teaching, and that arrange- 
ments can be made for students to take part in out-of-school learning activities 
that contribute to direct family and community involvement in education. 

Interestingly, the innovations in Case studies 1 and 2 preceded government 
proposals for more widespread adoption. Indeed, in Case study 2 the changes 
have been long established and have offered the government examples of 
practice for others to consider. 

In the absence of formal internal or external evaluations of these innovations it 
is difficult to determine their effectiveness. The highlighting of specific school 
innovations in government publications indicates that these are models worth 
considering in other prefectures. But formal evaluations of the effectiveness of the 
innovations would contribute to their dissemination. Such evaluations might also 
provide some understanding of how the innovations have affected examination 
performance and the teaching of conventional subjects. Are the innovations the 
key to curricular reform or are they on the margins of the mainstream curriculum? 
Do they motivate students to study in different ways and, if so, what is the carry- 
over from the innovations to other learning contexts? Further, how do the innova- 
tions contribute to a zest for living that continues beyond the upper secondary 
school into further studies or employment? Importantly, what are the incentives 
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for schools and teachers to engage in innovations that, inevitably, carry a risk fac- 
tor and might be seen to threaten examination success? Finally, to what extent are 
any of the innovations limited by a lack of appropriate teacher training? 

Transferability 

As we have indicated, the credit-based scheme at Shinjuku Yamabuki Upper 
Secondary had features that limited its transferability. For example, substantial 
costs were incurred in offering an elective system based on a shift arrangement. 
Nevertheless, 266 schools across Japan are now using a credit-based system. They 
offer opportunities for students who would otherwise have been unable to gradu- 
ate with upper secondary qualifications. However, to what extent their qualifica- 
tions are recognised in society in general and the labour market in particular 
remains to be seen. Until recently, qualifications obtained through alternative 
routes, such as night high schools and night sections of universities, have not 
enjoyed the same level of recognition. 

There was less evidence of transfer of innovations from the Attached Second- 
ary School (Case study 2). There are a number of attached schools in Japan as well 
as schools with more than one education levels. They have introduced curriculum 
changes and other innovations but in many cases these modifications are geared 
towards entrance-exam preparation. 

The third, the trai-yaru week, was part of a recent, prefecture-wide initiative 
involving a large number of students in many schools. Although there were special 
circumstances in the prefecture that led to the introduction of this out-of-school 
week, the principles underpinning it, especially the need to provide students with 
authentic experiences and to link schools with their local communities, are trans- 
ferable. Indeed, they are prominent in the guidelines on motivating students that 
Monbusho issues to schools. Other prefectures appear to be interested in intro- 
ducing similar arrangements, but by last summer the trai-yaru week had yet to be 
adopted elsewhere in Japan. 

In a broader international context, the development of flexible credit accumu- 
lation and transfer systems in upper secondary education is already well 
advanced in a number of countries, as reported in other chapters of this report. 
There are also many echoes of the teaching strategies such as group work, team 
teaching and independent thematic studies to be found in many countries. The 
trai-yaru week, with its strong emphasis on the student’s personal and social edu- 
cation and the close involvement of the local community, has features that can be 
set alongside work-experience programmes in other countries. It is the integration 
of out-of-school activities into the mainstream curriculum that poses a new chal- 
lenge for the schools of Hyogo prefecture and the lessons learned in this process 
are likely to be of interest elsewhere in Japan and beyond. 
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Commentary 

There can be no doubt that Japanese adolescents can be motivated to engage 
in intensive studies geared towards examination success. Parents are prepared to 
invest heavily both in private schooling and in juku and such parental involvement 
would be envied in many other countries. What was being challenged before the 
economic downturn, and has been reinforced by it, is the way that society and the 
educational system responds to the concept of lifelong learning. To date, the edu- 
cation system has focused almost exclusively on the needs of young learners 
because the Japanese tend to divide life into the learning stage (up to early adult- 
hood) and the working stage. Adult education has therefore been well down the 
public policy agenda.). In this context, motivating adolescents towards future 
learning in leisure, vocational and community contexts with less emphasis on 
motivation towards examination success is also very difficult. 

The innovations described in this chapter have the support of some senior 
staff in schools, and these grassroots initiatives have contributed to the formula- 
tion of government policies. What is not clear is how much teacher training is 
being provided to support these innovations, and whether there will be any 
fundamental impact on the Japanese educational system or student learning. 
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Kyong-gi Province: 

Study site 1 



South Choong-Chung Province. 

Study site 2 



South Cholla Province: 

Study site 3 



I 



Land area in square kilometers: 99 000. 

Total population (1998): 46 430 000. 

Youth population - under 15 years (1998): 

- 10 214 600, 

- percentage of total population: 22.0%. 

Youth unemployment (1998): 

- 15-24 year-olds: 15.9%. 

Percentage of 18-year-olds in education (1998): 54%. 
Per capita GDP (1997 prices): 14 477 USD. 

Birth rate per 1 000 population (1996): 15.2. 



Sources: Labour Force Statistics: 1979-1998, OECD, Paris; Annual National Accounts, Main Aggregates, 

Volume 1, 1999, OECD, Paris; Education at a Glance, OECD Database 1999, Paris. 
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Country context 




Education: The expansion of Korean education has been as rapid and 
massive as its economic development since World War Two. The rate of 
growth at the elementary and middle school levels had slowed by the 
mid-90s, but the high school and higher education sectors are still expand- 
ing. Between 1945 and 1994, school rolls rose from: primary - 1.4 million to 
4 million; middle school - 81 000 to 2.5 million; high school - 40 000 to 
2. 1 million. The number of higher education students also ballooned from 
8 000 to 2.2 million (Ministry of Education, 1999). International research 
has shown that the attainment level of Korean children is very high in 
maths (OECD, 1998). Almost all middle school graduates enter high school 
at 16 and over 60 per cent of high school graduates go on to higher educa- 
tion. There is a considerable gender difference in education attainment, 
though; about two-and-a-half times more males than females have been 
graduating from university (Ministry of Education, 1998). It is also acknowl- 
edged that the rising enrolments have led to overcrowded classrooms, 
oversized schools and excessive competition in the college entrance 
examination. As a result, students from affluent families often complete 
their studies abroad. 




Economy: Modern Korean history has been extremely turbulent: North 
and South Korea remain divided by the Demilitarised Zone (commonly 
referred to as the DMZ) and many Korean families that were separated by 
the 1950-53 war have still not been reunited. Monthly defence drills and 
conscription remain part of Korean life and ongoing tension is inevitable, 
given that the DMZ is just 55 km north of South Korea’s capital, Seoul. 
Nevertheless, the country has achieved a remarkable economic growth 
and is now a leading industrialised nation. It was engulfed by the Asian 
economic crisis two years ago and suffered the worst recession in its post- 
war history. The latest OECD Economic Outlook ( 1999) commented that "the 
economy now appears to have bottomed out” but unemployment is likely 
to remain high at around 7.5 per cent. Before the crisis the jobless rate was 
as low as 2 per cent. IMF-directed restructuring is now underway. 



Student motivation issues 

Koreans believe that as the country has very limited natural resources its most 
important asset is its people. Education is therefore of paramount importance. 
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The majority of Koreans also believe that education can improve the quality of 
their lives by enabling them to obtain better jobs and become upwardly mobile 
(Chin, 1995). This is certainly true for men. However, the proportion of well-edu- 
cated Korean women who are participating in the labour market is considerably 
lower than in other countries (OECD, 1998). Women’s upward mobility has tended 
to be accomplished through marriage. Higher education has often been seen as a 
way of attracting a university-educated husband (Chin, 1995; Lee, 1997). 

Korean parents invest heavily in education. It is estimated that they spent 
more than 9.6 trillion won in 1997 (US$8.06 billion) on private tutoring for their 
children (Korean Education Development Institute, 1997). This equates to more 
than half of the Ministry’s budget of 18.1 trillion won for the year 1998. The excep- 
tional level of parental investment, coupled with limited higher education oppor- 
tunities in the past, has helped to create a very competitive education system. 
Schooling is mainly geared towards university entrance because students’ pros- 
pects of success in later life are heavily dependent on them winning a place at an 
elite institution. 

The value that Koreans place on education is reflected in a range of statistics 
that provide some measure of student motivation levels: 

• Drop-out rates : These are considerably lower than in many other OECD coun- 
tries, judging by Ministry of Education figures for 1998- 1.3 per cent in mid- 
dle school and 2.7 per cent in high school (Ministry of Education, 1998). 

• Higher education aspirations : One official survey suggested that about 95 per 
cent of high school students wanted to attain some kind of higher education 
(Korean Statistical Office, 1997). 

• Achievement level: No other OECD country matched the maths performance of 
the Korean fourth and eighth-graders who took part in the Third Interna- 
tional Mathematics and Science Study (TIMSS, 1996 and 1997). 

Yet students’ lack of motivation is recognised as a serious and growing prob- 
lem. It is now acknowledged that the highly competitive system, which is preoccu- 
pied with outcomes (test scores and comparison-based evaluation), fails to 
motivate many average or below-average students. Low student motivation has, 
for example, been a major problem in vocational high schools. They make up 
40 per cent of Korean high schools and generally cater for those students whose 
scores are mid- to below-average. Just over a third (36 per cent) of these voca- 
tional students proceed to higher education compared to 83 per cent of students- 
in academic high schools (Ministry of Education, 1999). 

The almost unparalleled level of parent investment and societal expectation 
mean that students are under a constant and considerable pressure to stay in the 
system and excel academically. Korea’s rather rigid educational system, which 
makes it hard to take a break from studies and return at a later date, is an additional 
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pressure. Therefore, the country's drop-out rate does not necessarily relate to the 
level of student motivation in Korea. 

In fact, many students understandably lose interest in their studies. One Sta- 
tistical Office survey published in 1997 revealed that only 33 per cent of students 
were satisfied overall with high school life. Even fewer approved of the curriculum 
(28 per cent) but almost two-thirds (65 per cent) had satisfactory relationships 
with other students (Korean Statistical Office, 1997). 

The highly competitive system has polarised the country’s student popula- 
tion. A minority are keen to succeed, but there are many others who lag behind 
and are much less motivated. The gap between those two groups seems to widen 
as students move up from the primary to the secondary level. The TIMSS research 
found that although there was a relatively even spread of maths attainment among 
Korean nine-year-olds, by the age of 13 an immense gulf had opened up between 
the high and low-performers (OECD, 1998; TIMSS, 1996 and 1997). 

However, those students who are on the verge of dropping out, as well as 
those who have already dropped out, get relatively little help and understanding 
from the education system and their parents. It is recognised that the causes of 
drop-out are getting more complex and are partly caused by a clash of cultures. As 
the country has undergone massive changes in a very short period, the generation 
gap between Korean adults and youths is much wider than in many other coun- 
tries. Teachers and school administrators tend to be authoritarian and the educa- 
tion system is still characterised by one-way knowledge transmission, universal 
curriculum and textbooks, and strict school rules. But this form of schooling may 
be less acceptable to students who are influenced by Western youth culture and 
consumerism. This paradoxical situation is said to be responsible for an increase 
in violence, substance abuse, truancy and other behavioural problems. A sharp 
rise in the rate of juvenile delinquency involving school drop-outs is regarded as 
an issue that must be tackled immediately. 



Main policy approaches 

The Seventh Socio-economic Development Plan (1992-96) set Korean educa- 
tors the goal of producing prospective leaders for the 21st century. The Commis- 
sion of Education Reform, a consultative body that reports directly to the 
president, was established in 1993. It introduced two new ideologies: an open 
education system and a lifelong learning society. These became key concepts for a 
series of reform plans that aim to create "an open education system and a lifelong 
learning society in which anyone has a chance to have the education he or she 
wants for self-realisation, anywhere, anytime (Ministry of Education, 1999)”. 



© OECD 2000 



The Education Reform Plan of 1996 is significant in fixing clear directions for 
future policy and switching the emphasis from the providers of education to the 
receivers; from standardised education to diversified and specialised education; 
from an educational management system based on regulation and centralised 
control to one based on responsibility and self-control; from traditional education 
using blackboards and chalk to one in keeping with the information age; from low- 
quality to high-quality education by using various performance-based assessment 
and evaluation instruments. 

These ambitious reforms have yet to work their way into the system but funda- 
mental changes in the structure and operation of Korean education are antici- 
pated. This should have a significant impact on student motivation. High schools, 
for example, can expect: 

• Curriculum : a switch from a uniform curriculum to a more flexible and autono- 
mous curriculum, the introduction of more elective subjects, and the grouping 
of students based on their ability levels rather than their grades (year groups). 

• Textbooks: new books with more practical contents and tailored to students’ 
different ability levels. 

• Teaching and learning methods : a switch from conventional one-way teaching to 
students’ active involvement in their own learning by using such methods as 
group learning, hands-on experience, and improved teacher-student ratios. 

• Diversified education : the setting up or expansion of high schools for students 
with special talents in maths, science, art and other subjects. 

• Personality development: to counter the excessive emphasis on academic per- 
formance, students’ interests and special abilities will be developed 
through extra-curricular and community service activities. 

• High school and higher education admission: examination grades will no longer be 
the sole criterion for selecting students. 

The reforms set out in the Non-Formal Education Act of 1982 have been intro- 
duced relatively slowly. But the legislation has at least started to address rigidity 
in the system by creating a variety of flexible learning opportunities for those who 
were formerly never given a second chance. The following innovations outlined in 
the act have extended high school students’ learning options: air and correspon- 
dence high schools; the college-degree-through-self-study programme; industrial 
universities and night classes affiliated with industrial firms. This act was 
superseded by the Lifelong Education Act 1999, which came into effect last year. 
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“W hen I entered this school, I just wanted to be a farmer after graduation. Now I know 
that I will further my study at the vocational college" (third-year male student, Su-won 
Agricultural Life Science High School ). 

"The students in Young-San Sung-Ji High are very different from those in ordinary 
schools. Girls wear earrings, high heels and make-up and have long hair." 



Study sites 



Case study No. I 




Institutions: 



Location: 



Su-won Agricultural Life Science (Senior) High School and Shingu 
Junior College 




Kyong-gi Province, which includes 16 cities and counties just outside 
of Seoul 



Project starting date: 1 996 




A partnership arrangement between schools and junior colleges is offering vocational stu- 
dents a more interesting curriculum and giving them greater opportunities to go on to 
higher education. 




Provincial contexts/overview 

The "2 + 2” partnership between vocational high schools and junior colleges 
was introduced nation wide under the 1996 Education Reform Act. The first “2" 
stands for the second- and third-year in high school and the latter "2” represents 
the two years in junior college. The scheme is a response to the strong demands 
for higher education from vocational high school students and their parents. Part- 
ner high schools and junior colleges co-ordinate their curriculum and jointly 
develop textbooks. Partnership also entails sharing equipment and facilities, 
exchange of teaching staff and joint research activities. The scheme is expected to 
enhance vocational high school students’ motivation significantly by providing a 
more interesting and co-ordinated curriculum and by boosting their higher educa- 
tion opportunities. Within Kyong-gi Province, where Su-won high school is located, 
33 vocational high schools and 14 junior colleges are currently implementing this 
project and the number is increasing steadily. 

Su-won high school has more than 1 000 students in four departments. Its 
plant resources department has linked up with two departments of Shingu Col- 
lege: Landscape Architecture and Horticulture. The main features of the Su-won- 
Shingu partnership are: 
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• Admission procedure : Up to 64 Plant Resources Department students are 
selected for the 2 + 2 scheme when they enter their second year. Half of 
them are eventually offered places at Shingu College without having to take 
an entrance exam (selection is based on criteria drawn up by the school). 
Sixteen of the selected students enter the Landscape Architecture depart- 
ment, while the remainder study Horticulture. The two departments reserve 
20 per cent of their places for the Su-won students - the other 80 per cent 
are filled through open competition. 

• Curriculum reform: The curriculum is jointly developed by Su-won and Shingu. 
Recognising that the existing curriculum is too theoretical, more practical 
elements, including some hands-on experience, have been introduced. This 
is expected to stimulate student interest and motivation for learning. 

• Textbook reform: Joint textbook development has been in progress since 1998. 
A review of the existing textbooks revealed that the contents were too theo- 
retical for high school students. Newly developed textbooks are tailored for 
students’ comprehension level. 

Starting with the 1999-2000 school year, the 2 + 2 scheme was integrated into the 
Ministry of Education’s Autonomous Curriculum Project, for which Su-won was desig- 
nated as a pilot school for three years. A "self-directed" learning cycle is the core 
concept for the project. The cycle begins with evaluation of one's own ability then it 
proceeds to preparation for learning, engaging in learning activities, and feedback, It 
finishes with a second evaluation of one's own ability. Some supplementary 
activities, such as work experience and problem solving, are also included. 

Su-won’s involvement in the Autonomous Curriculum Project will earn the 
school an additional 120 million won in provincial funding this year. This will pay 
for extra teaching staff and training, research in curriculum development and 
textbook design, as well as for facilities. 

Outcomes 

In 1 999, exactly half of Su-won’s 64 2 + 2 scheme graduates earned places at 
Shingu Junior College. Some of the remaining 32 went on to other higher education 
institutions. Overall, close to 60 per cent of Suwon’s graduates entered higher edu- 
cation. This is considered as outstanding given the lower calibre of students in voca- 
tional high schools. Furthermore, the dropout rate at Su-won has declined from 
close to 13 per cent in 1995 to 1 1 per cent in 1998. The figure is considerably lower 
than the 20-50 per cent recorded in other vocational high schools in the province. 
Fewer behavioural problems were also reported by the school administration. 

Students in the programme said that they were pleased to be given a clearer 
route into higher education. They also appreciated the positive personal accounts 
of "2 + 2" students who are now in Shingu Junior College. One high school student 
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admitted that she had not excelled academically in her first year at the school, but 
she had studied hard to get into the "2 + 2" programme. And having being chosen 
gave her confidence to continue studying. Others said that they enjoyed the 
chance to gain more practical knowledge. 

At Su-won, the 2 + 2 scheme is still in its formative stage. A co-ordinated cur- 
riculum is in place and textbooks are being produced, but so far the "2 + 2" practi- 
cal classes have only been held during summer vacation and out of regular school 
hours. However, there is a plan to integrate the classes into the regular school day. 

Although our schedule did not allow us to visit Shingu College, it was said that 
the recent expansion of higher education has resulted in junior colleges competing 
for students. Colleges such as Shingu are therefore eager to try this type of scheme. 

Case study No. 2 




institution : 



Location; 
Starting date; 



Non-san Dae-gun Junior and Senior High School 

South Choong-chung Province 

mid-1980s 




South Choong-chung Province and one of its innovative church schools both recognise that 
^ students’ personal development must receive as much attention as their academic progress. 




Non-san Dae-gun junior and Senior high is a private school for boys run by a 
Catholic organisation. The principal, who is a priest, strongly believes that all stu- 
dents, including low-achievers, should be given a proper education. Under his 
leadership, the teachers developed common goals in the mid-1980s. After a year 
of reflection, they started to implement new strategies. 

The school’s stated objective is "harmonisation of humanity education and 
high academic performance." This is put into effect through two main programmes 
focusing on personality development and high academic performance: 



Personality development 

Students build their own identity and develop a deeper understanding of 
human relationships through: 

• Extra-curricular activities-. Students are entitled to ask for any activity they are 
interested in and the school is committed to fulfil their request even if the 
interest is not shared by any other student. More than 60 activities are 
arranged and half of them take place outside of the school. Activities such as 
pottery, bakery and golf are run in collaboration with local residents or 
organisations. . 
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• Group and individual counselling: Group counselling (12 in one group) is pro- 
vided every Saturday. A trained counsellor is available but parents also vol- 
unteer for this work. The school believes that students tend to relate better 
to other children’s parents and can talk through their problems and express 
their feelings. Students are most often troubled by relationship issues, 
especially those concerning friends. They rarely bring up other issues, such 
as violence or smoking. As low achievers tend to have relationship prob- 
lems, assisting them in this way can also help their academic development. 

High academic performance 

Mobile classes: Students are grouped on the basis of their performance in spe- 
cific subjects rather than their year groups. In the past, all classes would work at 
the same level in the same textbook. But now the pace of learning and course 
materials are adjusted to suit one’s ability. Lower-ability students who might oth- 
erwise be inclined to give up if they encountered difficult work can now study the 
textbook tailored to their level and at their own pace. Peer support in learning is 
emphasised and all course materials were developed by the teachers themselves. 

Two-hour classes: In order to shift from conventional one-way teaching to a 
learner-centred approach, two-hour classes replaced the conventional 50-minute 
classes. Under this new system teachers spend less time lecturing and provide 
more time for discussion or group activity. 

Discussion and activity-oriented classes: These involve extensive use of hand-outs, 
which reduces the time that students spend copying information from the black- 
board, and increases time for discussion. Korean language classes are discussion- 
centred and social sciences and sciences classes are activities-oriented, limiting 
the lecture time to 50-60 per cent. 

Analytical capacity development: All subject studies are designed to be completed 
by the end of the second year of senior high. The third year is devoted to helping 
students develop their analytical powers. 

Use of information and communications technology (ICT) : The school uses the Internet 
in teaching and learning in a variety of ways. In science and geography, in particu- 
lar, ICT is used extensively for classroom teaching. 

Teacher training: This is provided every year. Teachers are also encouraged to 
take up numerous outside training opportunities. The school is about to introduce 
Stephen Covey’s approach (1989) in its teacher training. It emphasises personal 
leadership and teaches people to teach themselves. 

Funding: Government funding is said to represent about 60 per cent of school’s 
total budget. Most of the rest comes from the standardised high school fees. 
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Both the provincial-level initiatives (see below) and the national reform 
of 1996 have provided an impetus to Non-san Dae-gun’s long-standing pro- 
gramme. In the mid-1990s, the South Choong-chung provincial education office 
introduced a bold education system reform, called the "New viewpoint move- 
ment.” The office prides itself on having been ahead of the national education 
reform of 1996. But it was the predominantly rural province’s low ranking in a 
national exams table that was the immediate driving force for the change. 

The movement is designed to prepare students for lifelong learning and the 
information age. Its goals are to: 

1. Reduce the emphasis on memorising and cramming knowledge and see 
more attention paid to developing problem-solving and analytical skills. 

2. Emphasise creativity, which is considered to be a key competency for life- 
long learning. 

3. Persuade schools to shift from a teacher-centred approach to a learner-cen- 
tred one and develop self-directed learning. 

The provincial governor, who is a published poet, said that the province had 
been actively researching ways of implementing these themes. He stressed that 
serious attention needed to be given to students’ emotional development and 
maturity as well as their intellectual progress. The key characteristics to be devel- 
oped include: entrepreneurial and optimistic attitude, concentration, and 
patience/self-control. 

Outcomes 

The province’s reform efforts were rewarded in 1998 when it gained the top 
place in the national exam in which it had done poorly only two years earlier. As to 
Non-san Dae-gun high school itself, the principal stated that 90 per cent of its 
graduates go on to universities. He also said that other schools have started to 
implement similar innovations. At first, the Dae-gun parents were concerned that 
personality development was taking time out of subject learning but the school 
eventually convinced them that personality development had to come first if 
students were to excel academically. 

Dae-gun’s teachers exhibited a strong sense of ownership of their initiatives. 
This has been nurtured through the good working relationship with the school 
management. The school now has a complete set of course textbooks and a range 
of multimedia teaching materials, all of them made in-house. The teachers said 
they had devoted many hours of their own time to developing them. They had 
also helped one another to overcome some new technology problems and had 
LL51 concluded that 1CT is a tool that needs to be carefully used. For instance, 
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students’ concentration levels decreased considerably if they were asked to watch 
a screen for a long time. 

Case study No. 3 



r 



Institution: Young-San Sung-Ji High School 

Location : South ChoIIa Province 

Starting date: Mid-1980s 

This liberal Buddhist institution is helping dropouts who were bitterly unhappy in main- 
stream schools to discover that education can be enjoyable 



The drop-out rate in South Cholla Province is particularly low (1.2 per cent 
in 1999). Yet its administrators see it as a significant problem. According to the 
provincial education office, the low drop-out rate is mainly due to: i) An emphasis 
on counselling; ii) The office’s policy of encouraging schools to hold on to their 
potential drop-outs and reduce the number of students being expelled for. 
breaching strict school regulations. 

Only 10 schools in Korea are designated specifically for drop-outs. All of them 
are running a distinctive, specialised curriculum; In South Cholla province, Young- 
San Sung-Ji is the only school for drop-outs. It attracts students from all over the 
country. The school has been specialising in this area since the mid-1980s when 
rural-to-urban migration caused its enrolment to fall sharply. Prior to the mid- 
1980s it was a normal high school. Between the mid-1980s and 1998, the school 
was classified as a "special" school and it was outside the mainstream system. 

Young-San Sung-Ji is a private school run by a Buddhist sect. It is located in 
Young-kwang, a rural area about one-and-half-hours by car from Kwangju, the pro- 
vincial capital. The school has 8 000 m 2 of land, of which almost half is farmed. It 
also has a 180-bed dormitory but currently has only 83 students (21 girls and 
62 boys). There are 18 staff members: principal, vice-principal, 13 teachers (includ- 
ing three part-time teachers), and three administrative staff. About 80 per cent of 
the students came from broken families, and a third of them were in trouble with 
the law before coming to the school. 

Applications are accepted all the year-round and students are selected on the 
basis of an interview and some scholastic and aptitude tests. The students pay 
standard high school fees plus dormitory fees of 205 000 won per month. Accord- 
ing to the school administration, the costs are not burdensome for most students’ 
families. However, after the economic downturn, some families are finding it hard 
to pay the fees. The school is trying to help them by providing scholarships. 
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The school’s main goals are to develop students' personalities, appreciate indi- 
viduals, encourage those who are willing to accept new challenges. It stresses the 
importance of social responsibility and moral education. When Young-San Sung-Ji was 
a “special school”, it received no public funding. Since 1998, it has received some 
state money but has had to modify its curriculum to meet government regulations. 

The school’s liberal atmosphere, dormitory system and relatively small classes 
set it apart from most other Korean schools. Recognising that regular schools can 
be oppressive, Young-San Sung-Ji tries to make its students feel relaxed and com- 
fortable. The students are consequently very different from those in ordinary 
schools. Girls wear earrings, high heels, make-up, and have long hair; boys wear 
baseball caps and some go barefoot. There are pool tables and pinball machines 
for teachers and students to play on together. Students are also allowed to play 
computer games when they do not have classes. 

Students and teachers live in a “dormitory” like a family - nine students share 
three bedrooms and a teacher has the fourth. If the teachers have a family, they 
live near by. Every evening they have a group meeting to share their experiences. 
Additionally, each student has his/her own supervising teacher, so that they have 
access to counselling all the time. Teachers even volunteer to stay at school during 
holidays as some students cannot - or do not want to - go home because of their 
family circumstances. 

Classes have fewer than 30 pupils (compared to 40 in regular schools) and the 
students are not divided by year groups. The educational experiences that are 
offered are also unusual. The Korean traditional music class, for example, empha- 
sises group experience and practising rather than music theory. There are also 
special projects such as the organic hen farm and poultry factory that allow the 
students to be close to nature and to learn about self-sufficiency. 

Students' liveliness during our visit was impressive. It was clear that they 
enjoyed their school life immensely. They said they could communicate with the 
teachers, who shared the chores with them and were unlike the authoritarian 
teachers in mainstream schools. The students liked the liberal atmosphere, which 
allows them to express themselves. They also appreciated the wide curriculum 
choice - physical education alone offers eight or nine options. One of the physical 
education teachers was a graduate from the school. He said that the time he spent 
at Young-San Sung-Ji in his teens was the most memorable of his life. He had been 
able to study at his own pace and had been given time to think about his future. 
As he believes his own experience makes him most suited to teach troubled 
students he had returned to the school after qualifying as a teacher. 
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Outcomes 

As Young-San Sung-Ji has been quite successful the province is said to be con- 
sidering setting up more schools of this type. To date, 248 students have graduated 
from the school. A survey of their career paths that the school has conducted shows: 
36 per cent went on to higher education, 2 1 per cent got a job, 1 1 per cent started 
their own business, 6 per cent entered public service, 9 per cent became monks, or 
priests, and 17 per cent left to do military service, which is mandatory in Korea. 

The school is, however, facing three major problems-. 

• Pilot school status: Under the current arrangement, the school has consider- 
able control over its curriculum. However, there is some anxiety that the 
government may impose more control after 2001. At present, government 
funds cover teachers' salaries, equipment and facilities. The school sup- 
plements some operational costs by running profit-making businesses, 
including egg production. 

• Personality development programme: By the time students come to the school, 
they are in many cases older than the normal high school age as there is 
often a time lapse between their dropping out and their re-entry into the 
system. As it is more difficult to change the behaviour of older students a 
three-year time frame is felt to be too short. 

• Need for earlier intervention: At present, there are no junior high (mide’c) 
schools to cater for younger dropouts even though their number is growing. 



* * * 



Innovation and effectiveness 

The goal of Korean education, "Education of Koreans as prospective leaders 
for the 21st century" proved to be a strong, shared goal at all three levels of the 
educational system (central, regional and school) and all regions visited during 
the study. At the same time, decentralisation is a growing trend. Provincial educa- 
tion offices are adapting the goal and basing their policy priorities on their own 
socio-economic realities. In all three study sites, provincial offices play a key role 
in co-ordinating and supporting the initiatives. However, South Choong-chung 
Province stands out because of its knowledge of current global trends and 
research findings, and the fact that the provincial office and Non-san Dae-gun high 
school mapped out their plans ahead of the central government reforms. JiU 
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All three exemplars are combining several strategies to tackle student motiva- 
tion: innovation in school curricula, new forms of teaching and learning, including 
use of ICT, and innovation in partnerships. These approaches are on the same 
lines as the system-wide educational reform and have shown some tangible out- 
comes. The three study sites are not isolated examples; similar approaches are 
being applied in other schools. 

As echoed repeatedly by all concerned, one critical element in all the initia- 
tives is the development of students’ personality. Counselling and extra-curricular 
activities are placed in this broad policy perspective. This emphasis seems to 
come from a long-standing oriental ideology of looking at a whole human being 
and integrating physical, spiritual and intellectual education. Recent concern for 
adolescents’ emotional development appears to have emerged from two inter- 
twined insights: i) some reflection on the existing educational system’s excessive 
emphasis on subject-based competition and ii) a new understanding of the impor- 
tance of the emotional side in relation to lifelong learning. The evidence pre- 
sented in the study shows some notable achievements in this area. However, 
there should ideally be longitudinal research to gauge the long-term benefits. 

Students liked new strategies which address what is missing in the existing 
educational system; flexibility, choice, outlets for self-expression, hands-on expe- 
rience, and a tailored curriculum that provides increased higher education oppor- 
tunities. Moreover, students’ accounts suggest that a new teacher-student 
relationship is developing. Gone are the days when someone in authority could 
enjoy almost automatic recognition and respect. A new generation of students 
wants to be convinced that teachers and school administrators are worthy of their 
respect. Only then can a new teacher-student relationship, based on genuine 
mutual respect and trust, be developed. 

The teachers in the schools visited appeared to take the challenges very 
well, seizing the opportunity to adapt their teaching and establish new relations 
with students. A sense of ownership among the teachers, coupled with a good 
working relationship between teachers and school administrators, was certainly 
making a difference. 

Public funding has just started to catch up with the government reform plans. 
Private schools, which pioneered innovations well ahead of the government reforms 
(Case studies 2 and 3), have to supplement their income by fundraising. As illus- 
trated, public funding can help to legalise and formalise initiatives, but innovating 
schools are always conscious that it may reduce their autonomy and independence. 

Transferability of strategies 

Transferability of these initiatives should be quite possible within Korea as 
the cases presented are not isolated innovations (other examples under the same 
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or similar schemes are already in existence). The commitment and active involve- 
ment of both the central and provincial government will, however, be necessary. If 
innovation is to spread and be sustained in other contexts, issues such as control, 
accountability and funding will also be critical and need to be addressed in full. 



Commentary 



Korea is a populous country, which has experienced massive changes in an 
unusually short period of time. With its relatively young population and rapid eco- 
nomic growth, just meeting the education needs of the people has been a tremen- 
dous challenge at all levels of government. The pace of change also means that 
the modern and traditional are currently coexisting side by side. The education 
sector is not an exception. But the generational and attitudinal gaps seem particu- 
larly wide in schools that are still characterised by excessive competition, strict 
rules and authoritarian teaching. 

The high societal expectations and parental investment mean that most 
Korean students are strongly motivated to pursue higher levels of education. 
However, the current economic downturn and increasing unemployment among 
higher education graduates are calling into question the general assumption that 
education leads to social mobility. 

There have been bold and ambitious shifts in policy that take account of glo- 
balisation, technological revolution and lifelong learning. The government claims 
that the planned reforms will fundamentally change the structure and operation of 
the Korean educational system. It also points out that the next reform of 2002 will 
introduce much more flexibility and freedom into the national curriculum. To what 
extent it will impact on the system’s core remains to be seen. 






o 

ERIC 



1 57 1 



1 

J- *J 



85 0 



© OECD 2000 



Motivating Students for Lifelong Learning 



Bibliography 

CHIN, S.H. (1995), 

"The determinants and patterns of married women’s labour force participation”, Korea 
Journal of Population and Development, Vol. 24, No 1, July. 

COVEY, S.R. (1989), 

The 7 Habits of Highly Effective People, Simon and Schuster, New York. 

KOREAN EDUCATION DEVELOPMENT INSTITUTE (1997), 

An Analysis of Private Tutoring in Primary and Secondary School students, Seoul. 

KOREAN STATISTICAL OFFICE (1997), 

Korea’s Social Indicators, Seoul. 

LEE, M. (1997), 

"Why do some women participate in the labour force while others stay at home", Korea 
Journal of Population and Development, Vol. 26, No 2, December. 

MINISTRY OF EDUCATION (1998), 

Statistical yearbook of Education, Republic of Korea, Seoul. 

MINISTRY OF EDUCATION (1999), 

Education in Korea 1998-1999, Republic of Korea, Seoul. 

OECD (1998), 

Education at a Glance - OECD Indicators, Paris. 

OECD (1999), 

Economic Outlook, Paris. 

T1MSS INTERNATIONAL STUDY CENTER ( 1996), 

Mathematics Achievement in the Middle School years, International Association for the 
Evaluation of Education Achievement (1EA), United States. 

TIMSS INTERNATIONAL STUDY CENTER ( 1 997), 

Mathematics Achievement in the Primary School years, International Association for the 
Evaluation of Education Achievement (1EA), United States. 



| 158 



© OECD 2000 



NORWAY 




Land area in square kilometers: 324 000. 

Total population (1998): 4 418 000. 

Youth population - under 15 years (1998): 

- 874 764, 

- percentage of total population: 19.8%. 

Youth unemployment (1998): 

- 16-24 year-olds: 9.5%. 

Percentage of 18-year-olds in education (1998): 88%. 

Per capita GDP (1997 prices): 26 771 USD. 

Birth rate per 1 000 population (1996): 13.9. 

Sources: Labour Force Statistics: 1979-1998, OECD, Paris; Annual National Accounts, Main Aggregates, 

Volume 1, 1999, OECD, Paris; Education at a Glance, OECD Database 1999, Paris. 
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Country context 



Education: The compulsory primary and lower secondary sectors are 
administered by 435 municipalities, while the 19 county municipalities are 
responsible for 535 upper secondary schools. Schools in Norway are gen- 
erally small; there are, on average, fewer than 400 pupils per school in the 
compulsory sector and 330 in upper secondary schools. Students in the 
latter follow either general or vocational courses. The government and the 
Storting (the Norwegian parliament) determine the objectives of the edu- 
cation system and establish its framework. The Ministry of Education, 
Research and Church Affairs is responsible for administering the education 
system and for implementing national educational policy. Each of the 
19 counties has a national education office carrying out central government 
functions. Nevertheless, considerable responsibility and decision-making 
powers relevant to education have been devolved from central to local 
government. Compulsory education is free, as are courses at publicly 
maintained upper secondary schools or training establishments. County 
authorities may, however, require students and apprentices to provide 
their own materials and equipment. 

Economy: Norway is the least densely populated country in the OECD and 
its people are widely scattered. The country’s demography therefore 
favours a decentralised structure of government. However, as a 1998 OECD 
study commented: "A traditional commitment to decentralised decision- 
making sits alongside, and at times uncomfortably with, an equally strong 
Norwegian egalitarian commitment to reducing geographical and social 
differences.” The most important exports are petroleum, natural gas, food- 
stuffs including fish and fish products, paper and wood-related products 
and metals. Income from the North Sea oil industry is set to decline but 
the government has established a Petroleum Fund to accumulate financial 
assets and permit a smooth adjustment to the new circumstances. After 
several years of brisk growth there was a significant slowdown in the Nor- 
wegian economy in 1998, but the unemployment rate is still very low. In 
fact, a 1999 OECD economic survey of Norway reported: “The potential for 
expanding the labour supply was almost exhausted in 1998, with vacan- 
cies soaring and the unemployment rate dropping to below 3 per cent by 
the end of the year.” 
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Norway 



Student motivation issues 

There are two contexts in which motivation of adolescents can be discussed in 
Norway. On the one hand, adolescence may be viewed as the intermediate stage 
between childhood and adulthood, a rite de passage that may lead to paid employ- 
ment. On the other hand, adolescence can be seen as important for its own intrin- 
sic characteristics, clearly encapsulated in the term “youth culture", in which the 
culture of upper secondary schooling is a part. The government seeks to provide 
appropriate curricula, pedagogy and institutional structures for different kinds 
of 16 tol9-year-old students while seeking to create a foundation on which to 
build citizens for the future Norwegian economy and society. 

This aim is expressed in the government publication (Royal Ministry of Educa- 
tion, Research and Church Affairs) outlining the core curriculum for primary, 
secondary and adult education: 

"Education shall qualify people for productive participation in today’s 
labour force, and supply the basis for later shifts to occupations as yet not 
envisaged. It should develop the skills needed for specialised tasks and 
provide a general level of competence broad enough for re-specialisation 
later in life. Education must ensure both admission to present-day work- 
ing life, and the versatility to meet the vicissitudes of life and the 
demands of an unknown future.” 

A very large proportion of 16 to 19-year-olds are in upper secondary education 
even though it is not compulsory in Norway. There is a statutory right to such edu- 
cation, and between 1980 and 1995 the proportion of 16-year-olds attending 
upper secondary schools rose from 72 to 95 per cent. In 1995, 83 per cent of 
18-year-olds were enrolled in full-time education. Approximately 3 per cent drop 
out in the first 12 months of upper secondary education and, as in other countries, 
students following a vocational route are significantly less likely to complete their 
courses. Several factors help to explain this difference (Storen et ai, 1998): 

• There are shortages of student places in particular kinds of vocational courses 
and a mismatch between the demand and supply of apprenticeship place- 
ments. There is evidence that women and immigrant students can suffer from 
discrimination if they apply for some popular courses and work placements. 

• Students are generally dissatisfied with the existing curricula, with many 
feeling that there is insufficient emphasis on practical experience and too 
much on theoretical learning. 

• Examination results from both lower secondary and the foundation level in 
upper secondary appear to have a significant impact on the completion 
rate, regardless of type and branch of study. 
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The appropriateness of the learning environment, including the design of 
school architecture and curriculum and examinations, must also be considered. As 
the background study produced for this report asserted: 

"Lifelong learning is generally understood as learning which generates 
new learning, which is made possible because motivation takes the form 
of an inner driving force, rather than being the product of an external goal 
or ambition [ . . . 1 students who have had their desire to learn mesmerised by 
previous experiences of failure in the educational system must establish 
faith in their own ability to learn, before they can learn how to learn." 

The reform of upper secondary education appears to have made schooling for 16 
to 19-year-olds more comprehensive and inclusive. For the students, school has 
become not just a place for academic learning but somewhere to grow up and become 
an adult. As the background study pointed out: the school becomes a place [,..| to 
explore roles and to develop one’s personal identity. It follows that if the school sys- 
tem is not able to accommodate the young people as a group, it is doubtful that it will 
ever be able to generate motivation for its prime objective, learning. 

The challenge in Norway is seen in creating learning environments within 
schools that will motivate young people to continue to learn after they leave. 



Main policy approaches 

1994 marked a significant milestone in post- 16 education in Norway. Reform 94 
incorporated a number of changes intended to create a better co-ordinated sys- 
tem. All 16 to 19-year-olds on completion of lower secondary school or equivalent 
were given the right to three years of upper secondary education. They can now 
follow a route leading to vocational qualifications or a general pathway qualifying 
them for higher education. The right must normally be fully claimed within four 
years of completing lower secondary school and within five years when training is 
wholly or partly provided at a training establishment. 

This merger of general and vocational training in one institution permitted the 
introduction of new combinations of courses and subjects. The first year is a foun- 
dation year. Three of the 13 courses available in this year prepare students for 
higher education while the other 10 lead to vocational qualifications. The basic 
structure for vocational training is two years of theoretical and practical training at 
school followed by two years of training and productive work in an enterprise. 
Specialisation takes place after the foundation year. 

In addition to redesigning the curricula for the reformed upper secondary 
school the government drew up a core curriculum that extended from primary 
through to adult education. It was founded on the concept of the Integrated 
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Human Being who has six characteristics: spiritual, creative, working, liberally edu- 
cated, social and environmentally aware. By studying these six human characteris- 
tics, it is argued, the student gains access to a variety of motivating experiences 
that the school as a learning organisation must provide. From the concept of the 
Integrated Human Being can be derived core skills and competencies integrated 
in modules, subjects and courses that constitute the students’ areas of study. This 
is thought to lead to motivation for lifelong learning. 

The various study programmes list content and learning objectives but do not 
specify teaching methods. The ministry has, however, decreed that all upper sec- 
ondary school students must engage in at least one cross-disciplinary project each 
year in which they apply the principles of active learning and extend them beyond 
the classroom. It is argued that this project work develops important skills, such as 
co-operation, creativity and analytical thinking and that successful projects give stu- 
dents a sense of achievement, providing them with tools for lifelong learning. Peda- 
gogically, the project work is linked into the need for upper secondary schools to 
develop new roles for teachers and students, and give young people increasing 
responsibilities for a range of decisions and activities. The Storting anticipated that 
after Reform 94 was introduced students would help to choose the materials to be 
used, the teaching methods and forms of assessment. Experience so far shows that 
some schools are much closer than others to reaching those goals. 

Reform 94 study programmes require the use of information and communica- 
tions technology (ICT) and the government has emphasised the importance of ICT 
in promoting new ways of learning in its publication: ICT in Norwegian Education - 
Plan for Action for 1 996-99. 

Another key aspect of Reform 94 was the establishment of a follow-up service 
for school drop-outs. It is attempting to reintegrate early-leavers into school within 
the period of their statutory right so that they are able to gain an upper secondary 
qualification. This county-level service contacts all those who are entitled to an 
upper secondary place but fail to apply, as well as those who drop out of school. 

The assistance provided is closely tailored to individual needs. 

Qualifications and certificates are regarded as ways of motivating young people 
to become lifelong learners. At the end of upper secondary education students can 
obtain vocational as well as academic qualifications needed for higher education. 
However, students are also entitled to individual, non-graded assessment. This is 
intended to motivate students for further, and possibly lifelong, learning through 
giving them continuous feedback on their work. This form of assessment was seen as 
a way for students to monitor their own progress without the possible demotivating 
factors of a graded scale. It also offers the potential for students and teachers, 
ideally as peers, to discuss the learning process in a broader perspective. _L^J 
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A document - The Guide - published by the National Institute for Educational 
Resources in 1994 as part of Reform 94, encourages students to assume responsi- 
bility for their learning and urges them to take part in the school’s democratic pro- 
cesses. The intention is to provide a tool for planning throughout the school year 
and support student-teacher dialogues. However, the overall objective of T he 
Guide is to empower students by raising their awareness of the responsibilities 
and possibilities inherent in their role of active learners. 

For vocational students, a Training Log has been introduced, listing learning tar- 
gets and study programmes, and recording individual student progress. The log 
encourages a more systematic approach to training and raises apprentices’ motivation 
by enabling them to monitor their own skills development. 

The Education Act that came into force on August 1, 1999 gives students a statutory 
right to both counselling and education and career guidance. Over the past two years 
the National Education Offices have also received extra grants to support this area of 
work. The aim is to help students make well-founded education and career choices. 

Teachers and education professionals also believe that students will be moti- 
vated by the new instruction methods that are being used to teach academic sub- 
jects such as mathematics and English within the vocational areas of study. The 
emphasis on theory has become stronger within these subjects but the teaching 
methods are also vocationally relevant. Reform 94 also supported the concept of 
entrepreneurship. The hope is that by focusing on this issue students will become 
more creative and innovative. 

Since 1994, the period of compulsory education has been extended by one 
year to 10 years. In 1997, six-year-olds were required to attend school. Another sig- 
nificant piece of legislation, the Competence Reform, went through the Storting in 
May 1998. It stipulated that non-formal learning should be officially recognised as 
being of equivalent competence, even if it is not identical to what is laid down in 
study programmes and required for public examinations. In all subjects where it is 
practicable, adults have been given the right to sit examinations as external candi- 
dates and obtain the same qualifications as apprentices or students. Adults with 
approved vocational experience (five years of relevant work) who wish to docu- 
ment knowledge and skills acquired outside formal training may register for a craft 
or journeyman’s examination. 

The ministry has commissioned seven research institutes to evaluate 
Reform 94, and although motivation was not a principal issue, some of the 
research is of direct interest to this study. 

From a goal document to classroom activity (Monsen, 1998) 

This project evaluated the curriculum content of Reform 94 and looked at how 
the new learning environment was affecting motivation. It found that although 



some teachers remain skeptical about the reforms the experiences from project- 
based work have been more constructive than anticipated. A majority of teachers and 
students believe that the new curricula have made learning more profitable though 
the new common general subjects within the vocational studies branch have been 
heavily criticised. However, a majority of both teachers and students still believed 
that teachers should plan and implement teaching, and students receive it. 

Locked up, shut out or included? (Kvalsund and Myklebust, 1998) 

These two studies, which focused on young people with special needs, found 
that there was a wide range of factors undermining their motivation. The shift away 
from practical, co-operative experience in the workplace to more theory-based 
learning had not suited them. 

Follow up or chased down? (Grogard et ai, 1 998) 

Approximately 7 per cent of students with a statutory right to upper secondary 
education were in contact with the follow-up service during the 1998-99 academic 
year. This study found that few of those who work with this group believe it is pos- 
sible to create an upper secondary school system able to accommodate all stu- 
dents. They would prefer to see more opportunities in the labour market and 
improved links between work and education. 



“The core curriculum was founded on the concept of the Integrated Human Being who 
has six characteristics: spiritual, creative, working, liberally educated, social and 
environmentally aware.” 

"Kjelle school believes that students should be put in practical situations in which their 
freedom of choice is challenged." 
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Study sites 



Case study No. 1 





Institution: Kjelle Upper Secondary School 

Location: Akershus 




Starting date: 1 995 




This renowned boarding school demonstrates that human beings really can change and 
develop even if they have experienced years of educational failure 




Kjelle upper secondary school has built a reputation for adapting its teaching 
to suit students who are socially disadvantaged or have learning difficulties. It was 
therefore chosen to participate in a recent government-backed project that 
explored new ways of helping students who struggle to acquire vocational certifi- 
cation or qualifications that may give them access to higher education. Such stu- 
dents now have the right to gain partial qualifications and the Ministry of 
Education, Research and Church Affairs has been encouraging organisational, 
pedagogical and methodological strategies that will support this policy. 

Kjelle school has a rural setting and is based in no fewer than 24 residential, 
administrative and teaching buildings scattered over a 100-hectare site that is 
approximately 80 km north-east of Oslo. The school’s history can be traced back to 
the early 1940s when it catered for retarded boys and provided boarding facilities. 
Learning was originally tied to agricultural and shoemaking skills. Woodworking 
was introduced later. It was 1986 before girls were admitted and the range of sub- 
jects expanded. In 1993, the county municipality of Akershus took over the run- 
ning of the school. Today, the school provides specially adapted learning in 
subjects such as Hotel and Food Processing, Woodworking, Building and Construc- 
tion, Engineering and Mechanics, Health and Social Studies and in Management of 
Natural Resources. It also offers an ordinary foundation course in Management of 
Natural Resources and a supplementary year in forestry. Currently, there are 
56 boarding students and 16 living outside the school. 

All the Kjelle students have experienced previous educational failure. It is 
therefore crucial to motivate them towards, and establish faith in, the possibility 
of lifelong learning. The school tries to do this by applying three main strategies: 
the consequentialist pedagogical approach; the organisation of learning; and 
certification of non-formal learning. 
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The consequentialist pedagogical approach 

At the heart of the school’s curriculum is preparation for work. The principal 
emphasised that the school’s goal was to develop the Integrated Human Being 
and quoted from the final paragraph in the government's Core Curriculum publica- 
tion (Royal Ministry of Education, Research and Church Affairs). "The ultimate aims 
of education are to inspire individuals to realise their potential in ways that serve 
the common good; to nurture humanness in a society in development.” To this he 
added the school’s specific goals: “The students shall, after their education at 
Kjelle, have the qualifications to: get a job; keep a job; and be capable of coping 
for themselves on their own.” 

The consequentialist pedagogical approach is based on the belief that human 
beings, through their own choices, can change and develop. It is also a precondi- 
tion that the leadership makes visible the basic values of the schools. The 
approach was adopted in order to prevent young people from dropping out of 
school and society. The school believes that students should be put in practical 
situations in which their freedom of choice is challenged and in which the various 
alternatives for action, and their consequences, are made obvious. The aim is to 
teach students to focus on future opportunities, rather than being stuck in past 
experiences. The approach also teaches students to be part of a community. The 
teacher's task is to make it clear to students that their actions have consequences 
that affect the community to which they belong. 

If students are experiencing learning difficulties, teaching must be adapted 
and differentiated. This can be achieved through project-based learning and 
greater freedom of choice. At Kjelle, general studies are not timetabled and the 
students decide the content and duration of teaching. The latter may vary from 0 
to 8 hours a week for each subject. Students are motivated by having to decide for 
themselves whether or not they need to gain competence in a particular subject. 

Kjelle seeks to incorporate a company culture into the life of the school. It suc- 
cessfully combines vocational learning and production as witnessed in the wood- 
work area and in the horticultural nursery where the students sell their products. 

Learning is rooted in work experience and the social competence demanded by 
working life is developed by the execution of different tasks. 

Certification of non-formal learning 

Partial qualification has two main objectives. It should be regarded as a worth- 
while goal in itself and it may also be used as a basis for engaging in further study or 
acquiring vocational competence. Individual curricula are worked out and learning is 
documented in personal reports. For those students who wish and are able to 
acquire complete competence it is crucial that learning, including learning adapted 
to meet special needs, is tied to the curricula within the different branches of study. l 6 ZJ 
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Only in this way may the education which students have already undertaken pay off. 
If the partial qualifications project succeeds in recognising and accrediting non-for- 
mal competence as well as the possibility of building on already acquired 
competence it will provide a stepping stone towards a job or further education. 

Case study No. 2 
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Institution: 

Location: 

Starting date: 



Sandefjord Upper Secondary School 

Vestfold 

August, 1996 




Motivation levels will only flourish if schools are built on the right philosophical founda- 
tions - but this upper secondary school has found that the physical architecture can be 
important too 




With 1 500 students and nine branches of study, Sandefjord Upper Secondary 
School is very large by Norwegian standards. It is located some 120 km south-west 
of Oslo and was established in its present form in 1996 when four schools in the 
town were integrated. The challenge has been to establish a unified school iden- 
tity and to provide adapted learning for all students, regardless of circumstance. 
The school brings together general and vocational students, who are subject to 
the same administrative and organisational structure. 

Senior staff emphasised that the school’s prime objective is to create a com- 
munity where students can exert real influence. From the outset it was realised 
that the new school would have a problem in dealing with such a large student 
body. This difficulty was aggravated by the design of the buildings, each having 
specialist, course-related functions. The need for a communal space was met by 
the construction of a building called the forum, a meeting place that includes a 
dining area, library, bookshop and what was described as a "base-camp of student 
services”, including the follow-up service for school drop-outs referred to earlier in 
this chapter. The "base-camp” also has a health service, educational and careers 
service, and a teachers’ workshop. The Forum asserts the importance of the school 
as a community. 

It was argued that student motivation for lifelong learning rests on a founda- 
tion of responsibility and well being. To develop a learning environment in which 
these two elements flourish, the emphasis has been put on student participation. 

There are traces of student participation in the curricula of the various 
branches of study, especially the learning tied to the production of saleable goods 
and the provision of services in the community. During the visit we were intro- 
duced to a simulated unit that manufactured soap from fish oil. The 12 students 
attending a vocational course were divided into three "shifts”. Each had a shift 
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leader and their work was focused on the manufacturing process, which was com- 
puter-controlled. As the process data were available on the Internet, students 
were able to work in collaboration with students in a German factory. 

Student participation in the curriculum is at its most visible in the practically- 
adapted courses {Praktiske Tilrettelagte Km/'s - PTK) which extend over five years, 
rather than the usual three. Students exert real influence over the individual cur- 
ricula that are worked out to match their specific needs. One student was keen to 
describe a peer-education project that grew out of the International Baccalaureate 
scheme in the school. She explained how the students had taken the initiative by 
establishing groups in which young people could discuss issues relating to their 
personal well-being. Here we see students taking responsibility for important 
social issues, having the opportunity to develop problem-solving strategies and 
gaining new insights into their own and their peers’ development. 



Case study No. 3 




Institution: 
Location: 
Starting date: 



Nesodden Upper Secondary School 

Akershus 

October 1998 




An 1CT project at this school is demonstrating how new technology can smooth the path 
from traditional teaching to student-directed learning 



Nesodden upper secondary school, which is less than 20 km from Oslo, has 
approximately 700 students and 90 teachers. It offers study branches in Health 
and Social Studies, Electrical Trades, Art and Design, General and Business Stud- 
ies, and "APO" (Work, Production and Learning). The school is participating in a 
national ICT project that is exploring new ways of switching from conventional 
teaching to student-centred learning. The project is exploring the processes of 
change in: curriculum organisation, teaching methods and the use of technology to 
enhance learning. 

Nesodden’s ICT project involves students in three foundation course classes, 
of which one is a general subject class and two are vocational classes. It includes a 
variety of subjects such as Norwegian, English, Natural Sciences, IT, Economics 
and Sports and Physical Education. The county municipality has equipped the 
55 students and 20 teachers with portable PCs that permit access to the school’s 
website and the Internet. 

An ICT unit at the University of Oslo is responsible for the in-service training of 
teachers and the preparation of students for the project as well as for its evalua- 
tion. The project’s organisers hope that it will be applicable to other schools, 
educational institutions and learning environments where there are fewer computers. 



169 [ 




' 9 

JL G 4. 



© OECD 2000 



Motivating Students for Lifelong Learning 



The project is focusing on the learning process itself and its main objective is 
to highlight opportunities for developing new classroom strategies to promote 
learning. The possibilities for change and the motivational benefits found by 
merging new technology with new thinking about teaching methods are being 
explored. It is intended to incorporate ICT into the learning processes, rather than 
treat it as a separate subject. 

Another important objective is to increase motivation through project work, prob- 
lem-based learning and interdisciplinary activity, and it is recognised that ICT can 
help to achieve this. Problem-based learning presupposes that the students them- 
selves collect, document and analyse the information they need to solve a problem. 
Furthermore, the ability to co-operate is acquired since students are dependent on 
each other to succeed in project work. The interdisciplinary approach promotes a 
greater understanding of relationships between various parts of the curriculum. 

During the visit, two classes were observed using laptops, and opportunities 
were provided to discuss the project with students. In an art class, students were 
using a specially prepared workbook and associated software to learn about the use 
of colour in painting. In an English language class, individual students used Power- 
point presentations to demonstrate project findings. Data had been gathered from 
various sources, including the Internet, and the Powerpoint presentations included 
textual, visual and aural data. The students were enthusiastic about the ICT project 
and described many educational uses they had made of their laptops. 

Although the project is still in its infancy, the University of Oslo researchers 
reported several preliminary findings: 

• There has been a sharper focus on co-operative learning and problem-based 
learning. 

• Teachers report that students seem more motivated towards their school work. 

® Competence in using ICT has not been a problem for teachers, but the 
pedagogic changes are more difficult. 

• Technical problems have not proved to be an obstacle. 

• The learning environment has become more flexible and teaching 
approaches more varied in some classes. 

Teachers reported that the students spend a lot more of their leisure, time at 
school or at home solving problems. In addition, students have taken the initia- 
tive to organise computer courses for pensioners. For the future, teachers could 
see the potential of ICT-based teaching for those students requiring alternative 
curricula, home-based teaching, or other flexible learning arrangements. 
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Innovation and effectiveness 



The projects described in this chapter must be viewed alongside the major 
educational reforms that have taken place in Norway in recent years. Reform 94 is 
at the heart of this. Not only did this reform introduce the statutory right for all stu- 
dents to receive upper secondary education, it also ushered in new curricula with 
supporting textbooks, examinations, in-service training, extended careers and 
guidance services and the follow-up service. The integration of vocational and 
general education was fundamental to the reform, as was the encouragement 
given to schools to develop new roles for students and teachers in curriculum 
implementation and in the establishment of partnerships with local communities. 
All of this was within a flexible framework founded on a concept of lifelong learn- 
ing derived from a definition of the Integrated Human Being. The challenge for 
schools has been to match the idealism of the reforms to the practical realities of 
their local circumstances. 

The integration of vocational and general education was obvious in the archi- 
tecture of Sandefjord Upper Secondary where an attempt had been made to 
establish a community school that offered a wide range of curricular and extra- 
curricular opportunities. Modern and high quality accommodation was available 
for specialist teaching in many subjects, especially in music and sport. Students 
were encouraged to become increasingly confident and self-reliant by taking 
responsibility for environmental and enterprise links between the school and the 
community. There was an emphasis on student-centred learning and the need to 
give young people authentic experiences, well-illustrated by the school’s link with 
a school in Soweto which has resulted in a student volunteering to work for an 
extended period there. Students appreciated this social, vocational and academic 
learning environment though they were critical of those teachers who continued to 
lecture and read from textbooks. 

Teachers were critical of the rigidity of the school timetable but senior staff 
were trying to find ways to allow greater scope for more active and collaborative 
learning. It was also evident that there was still potential to develop the library as 
a learning centre. Furthermore, teachers needed to be seen more as mentors and 
less as instructors. The ICT project at Sandefjord was regarded as an important way 
of encouraging teachers of different subjects to work together to change teaching 
methods and modify student-teacher relationships. There was preliminary 
evidence from a formal evaluation project to indicate some positive changes. 

Students and teachers spoke positively about the school as a community and 
the learning environments they encountered though no formal evaluation has 
been undertaken of the social and curricular progress that appears to have been 
made. The general view was that by making the school experience practical and 
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relevant, in terms of the students’ reality, motivation for lifelong learning was 
being promoted. 

The importance of changing student-teacher relationships and redefining the 
role of the teacher was highlighted in Nesodden school. While the introduction of 
laptops for teachers and students was interesting in itself, it was the use of the 
laptops to trigger alternative styles of teaching that was more significant. This con- 
cern with pedagogical reform to match the structural changes brought in by 
Reform 94 ran as a thread through the discussions with teachers and students in 
the three schools visited. The ICT project was shared with other schools and the 
effectiveness of the innovation cannot be judged at this early stage. 

Matching the statutory right with the curriculum framework poses a challenge, 
especially when students may have general or specific learning difficulties, social 
and/or emotional problems. The partial competence arrangements are designed 
for these students. A survey conducted in 1996 in Akershus and Oslo showed that 
of 225 companies in 21 sectors nearly 80 per cent needed employees with partial 
qualifications. The matching of vocational education to companies’ needs is an 
important challenge and is embedded in the Norwegian goals for lifelong learning. 
The evaluation project identified strengths and weaknesses in the provision. How- 
ever, the visit to Kjelle illustrated how a shared sense of purpose in a specially 
designed learning environment - a rural boarding school - can motivate students 
and teachers. Students spoke positively about both the curriculum and pedagogy 
and were responsive to the principles and practice inherent in the consequential- 
ist approach. The effectiveness of the Kjelle programme was judged by the 
employability of the students and their capacity to be self-reliant in educational 
and social contexts. 

Transferability 

Projects in each of the three schools visited were shared with other schools in 
Norway. Thus the ICT project was envisaged as a pilot project with specified goals 
and it was being externally evaluated. The strategy of using new technologies to 
motivate young people to take more responsibility for their own learning has to 
be seen alongside the use of ICT for altering teaching methods and establishing 
new student-teacher relationships. There is rich potential for sharing the experi- 
ence that teachers have gained through the ICT projects. Given the integration of 
vocational and general education in the upper secondary school, there may be 
opportunities within the pilot schools for teachers in various subjects to benefit 
but also there is likely to be transferring back and forth across the vocational- 
general divide. The findings of the pilot projects could also be disseminated more 

I 172 widely through in-service education and publication of the evaluation reports. 




* r* 

i bo 



© OECD 2000 



The importance of dissemination was emphasised by the Kjelle staff who 
reported that more than 1 000 Norwegian teachers had visited the school in the 
previous year. While the boarding element is a unique aspect of the school, the 
three key features of its learning environment - the consequentialist approach, 
the organisation of learning, and the certification of non-formal learning - have 
direct relevance for other upper secondary schools. 

The importance that Sandefjord school invests in its architecture - for achiev- 
ing pedagogical and social educational goals - also merits wider consideration. 
While it is easy to identify the use of the Forum as a flexible, communal space pro- 
viding a range of commercial and student support services it is more difficult to 
assess the way in which conventional classrooms are being adapted to meet 
changing methods of teaching. It would appear that such changes can be intro- 
duced more easily into the more flexible arrangements of workshops and labora- 
tories than into general studies classrooms. 



Commentary 

The substantial and comprehensive changes for which Norway has legislated 
have brought about structural and organisational innovations in upper secondary 
education. Evaluation studies show that schools have embraced the pedagogical 
and social implications of these reforms in a variety of ways. Students express crit- 
icisms of old-fashioned teaching methods and assert the importance of course 
content that is realistic and authentic. Some teachers, aware of these criticisms, 
refer to the inadequacies of in-service training that emphasises administrative 
and bureaucratic aspects of the reforms at the expense of active learning, co-oper- 
ative learning and the use of the new technologies. Researchers and teachers 
point out that parents’ traditional images of secondary education can make it 
difficult to bring about pedagogical changes. 

What this points to is the need for thorough dissemination strategies to be 
implemented over a period of time following legislative change. Several teach- 
ers suggested that the government vision needs to be fully understood by 
teachers and students as well as by administrators. In the words of a student 
leader: "There needs to be an investment in people as partners.” Teachers need 
incentives to introduce change and these do not have to be financial. Adminis- 
trative demands may inhibit pedagogical change, as will inflexible classroom 
design and furnishings. 

Nevertheless, Norway has established a coherent and well-planned system for 
achieving lifelong learning and there is evidence in evaluation reports and from 
the school visits that students have more opportunities to exercise responsibility 
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and acquire self-reliance, independence and confidence. In the words of the 
background report for this study: 

"Schools with an active view of students emphasise that they bring with them 
resources to build on, rather than shortcomings to overcome. The aim is to give 
students the experience of being valued on the basis of their own capabilities and 
skills. By relating to young people in this way the school will also treat them as 
equals. Within this framework it is much easier to develop a climate marked by con- 
fidence and trust, which are important preconditions for motivation and learning.” 
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UNITED KINGDOM 




Barnsley: 

Study site 1 



Chesterfield: 

Study site 2 



London: 

Study site 3 



Land area in square kilometers: 245 000. 

Total population (1998): 59 237 000. 

Youth population - under 15 years (1998): 

- 11 373 504, 

- percentage of total population: 19.2%. 

Youth unemployment (1998): 

- 16-24 year-olds: 12.3%. 

Percentage of 18-year-olds in education (1998): 49%. 
Per capita GDP (1997 prices): 20 483 USD. 

Birth rate per 1 000 population (1996): 13.0. 



Note: Data above are for the United Kingdom but this report relates only to England. 

Sources: Labour Force Statistics: 1979-1998. OECD, Paris; Annual National Accounts, Main Aggregates, 

Volume 1, 1999, OECD, Paris; Education at a Glance, OECD Database 1999, Paris. 
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Country context 




Education: While educational attainment has risen sharply since the 
early 1980s, the overall level is still low in comparison with several other 
developed nations, particularly in maths, and many young people still leave 
school without basic skills or qualifications. The Labour government is 
determined to improve education standards and a number of policy docu- 
ments issued by the Department for Education and Employment over the 
past three years have underlined this commitment. A national curriculum - 
was introduced in the late 1980s by the previous conservative administra- 
tion and nationally-normed tests in core subjects are administered at the 
ages of 7, 11 and 1 4. The results of these tests are publicly available and the 
1 1 -year-olds’ scores are published by national newspapers in the form of 
school league tables. In addition, schools are subject to regular appraisals 
by the government’s inspection body, the Office for Standards in Education, 
and its reports are also publicly available. There is a high level of 
accountability in the English system with an emphasis on quantitative data. 

Economy: The United Kingdom economy is experiencing a sharp slow- 
down, following a six-year expansion that saw unemployment decline to 
its lowest level in two decades. In 1998, just over 6 per cent of the labour 
force was out of work - but the jobless rate began to edge up again at the 
beginning of last year. The number of people employed in manufacturing 
has shrunk, while many new jobs have been created in the service sector. 
There is, however, a mismatch between the skills that employers require 
and those that the unemployed have to offer. Although this is a universal 
phenomenon it may be a particular problem in the UK as 7 000 000 adults 
in Britain, i.e. more than one in five, have poor literacy and numeracy skills. 

The UK was consequently placed ninth out of 12 industrial countries that 
took part in the recent OECD/Statistics Canada International Adult Literacy 
Survey. Although the UK is a member of the European Union, it chose not 
to join the European Economic and Monetary Union in 1999 

V J 



Student motivation issues 

Although many people in England achieve high levels of competence and 
qualifications through school and post-compulsory education there is still a deep 
learning divide (Fryer, 1997). As in some other OECD countries, economic develop- 
ment in England has gone hand in hand with the widening of social and economic 
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inequality. There is evidence of disaffection, alienation and hostility to education 
among many teenagers, and there continues to be considerable inequality of 
access to further and higher education. While 80 per cent of 18-year-olds from 
senior managerial and professional backgrounds enter higher education, only 
10 per cent from unskilled backgrounds do so. As elsewhere, initiatives that were 
designed to increase participation have inadvertently contributed to, rather than 
alleviated, social and educational exclusion. 

Only a quarter of English adults describe themselves as current learners and 
one in three has taken no part in education or training since leaving school. A 
recent labour force survey found that only 14 per cent of all employees had been 
receiving job-related training and the National Advisory Council for Education and 
Training has pointed out that one third of employees have never been offered any 
kind of training by their employer. Ten per cent of 1 6-year-olds are neither in edu- 
cation nor the labour market and over 40 per cent of 1 8-year-olds are not currently 
in any kind of training or education. 

The background paper prepared for this study by Dr. Derrick Armstrong of the 
University of Sheffield provides a valuable review of the UK literature on student 
motivation and alienation. He quotes a 1982 study by Hargreaves (Hargreaves, 

1 982) which argues that if schools do not give their pupils a sense of belonging, or 
the feeling of being valued as contributing members of a cohesive social group, 
they will turn elsewhere to meet this basic human need. The result will then be 
seen in disaffected adolescent groups in which members draw strength from their 
opposition to the schools’ norms and culture. 

Armstrong refers to several studies that emphasise the importance of whole- 
school approaches to the problem of disaffection and lack of motivation. He ques- 
tions the effectiveness of programmes in which children are withdrawn from the 
classroom for special teaching and points out that these programmes can create a 
sense of helplessness in class teachers. In such cases, the child has been assessed 
as requiring special help, which by definition they are not qualified to provide. On 
the other hand, offering class or subject teachers support in their work with pupils 
with learning or behavioural difficulties can give them confidence and a sense of 
control. In principle, he suggests that this can also send positive messages 
to pupils by implying their ability to cope with the mainstream curriculum. 

He cites evidence from a British study, which shows that pupils with low non- 
verbal reasoning scores were more likely to be demotivated than pupils with 
higher scores (Galloway et al., 1 998). However, as he adds, the findings of other 
UK researchers suggest that variations in the effectiveness of schools, on a range 
of dimensions, cannot be explained wholly by differences in pupil intake. They 
also show how pupils’ rate of progress can be affected by individual teachers or by 
subject departments in a secondary school. These differences tend to be larger 
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than those between schools. Many of these studies implicitly raise questions 
about the extent to which the examination system and competition between and 
within schools affect student motivation. 

It is worth bearing this in mind when evaluating education initiatives, the suc- 
cess of which is measured by examination or test results. Norm-referenced testing 
inevitably ensures that there will be some relative successes and failures. The link 
between failure, or perceived failure, and motivation, particularly in the context of 
lifelong learning, should not be overlooked. 

Nevertheless, it is important that young people be set intellectually challeng- 
ing tasks and goals. As Armstrong says, if there is no challenge there is nothing to 
master. Yet, intellectually challenging teaching carries the risk of failure for the 
pupil. It is also risky for teachers who may lose control of their class and face com- 
plaints from colleagues and parents. 

It can be argued that the British school system's preoccupation with outcomes 
and normative comparisons makes it difficult for pupils who are unlikely to achieve 
high grades to become strongly motivated. However, we know that some schools 
and some staff in every school do provide intellectually challenging teaching to 
which pupils of all abilities respond positively. Moreover, in some of the schools vis- 
ited in connection with this study we can see that student achievement appears to 
have improved in spite of, or perhaps because of, the competitive system. 

The anti-work peer culture that students encounter in many schools is another 
powerful demotivator. But this is not merely a problem for secondary schools. One 
comparative study of the attitudes of French and English primary children found 
that many of the English children did not want to be best in the class. They were 
also "lukewarm about getting a good mark or even praise for good work. Some 
children actually said they did not want to be seen as too good by the teacher; no 
French child said this" (Osborn, 1997)-. 

One further point should be made when discussing motivation in English 
education. Recent studies have highlighted the fact that boys are doing less well 
than girls in various tests, particularly in reading. In general, boys appear to be 
less motivated than girls, particularly in their early teens. This is an issue that is 
causing widespread concern and further studies will have to be carried out to 
identify the underlying causes. But research into girls’ educational problems is 
needed too. "Wasted Youth”, a recent study by the Institute for Public Policy 
Research, reported that they are just as likely to become truants and not be in 
training, education or work at the age of 1 7. 
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Main policy approaches 

The revised Strategic Framework to the year 2002 of the Department for Edu- 
cation and Employment, Learning and Working Together for the Future, states that the 
government wants Britain to become a society that is (Department for Education 
and Employment, 1999): 

• Inclusive-, giving everyone the chance to fulfil their potential and in particular 
offering a future to those who are disadvantaged. 

• Prosperous: where individuals continuously develop the skills they need to 
remain employable and help businesses to be competitive. 

To achieve these objectives, the government has adopted a policy programme 
that is underpinned by six overlapping themes: 

• Raising standards and attainments: seeking providers to raise the achievements 
of pupils, students and trainees in schools, colleges and training. 

• Encouraging innovation, diversity and new ways of working: looking for fresh solu- 
tions to problems and being prepared to operate in different ways to 
achieve lasting results. 

• Promoting inclusion and equality of opportunity: working to overcome the barriers that 
exclude individuals and groups from learning and sustained employment. 

• Increasing access and participation: making learning much more accessible and 
encouraging a much wider proportion of the population to become learners. 

• Enhancing employability and skills: promoting learning that enables individuals 
to develop skills that will help them secure and retain jobs in the future. 

• Developing a community focus: supporting the efforts of local communities to 
manage their own regeneration. 

The government is providing additional resources to achieve these objectives. 
It has launched a number of initiatives that seek to improve participation rates in 
education and training post-16, make learning in schools more desirable and 
attractive, and motivate adolescents to commit themselves to lifelong learning. 
What follows is a selection of initiatives to illustrate the scope of relevant 
government reforms in England. 

In 1996 a major review of qualifications for 16 to 19-year-olds (The Dearing Report, 
1996) made recommendations for changes in the three principal pathways for this 
age group: academic, applied (vocationally orientated for full-time students) and 
vocational (for school-leavers). The changes were intended to motivate young 
people to stay in education and training. Under recent government proposals all 
students will have new National Records of Achievement. 
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Unemployed school-leavers at 16 include the most socially disadvantaged 
young people and special arrangements have been made for them. For two years 
they have access to new National Traineeships. Older unemployed (18-25 years) 
are registered under the New Deal introduced by the government in 1998 and 
they may undertake work for environmental organisations or undergo either full- 
time or part-time education and training. For the employed there are Modern 
Apprenticeships, to which National Trainees can progress. Schools and colleges 
are encouraged to make work experience available for all 16 to 19-year-olds. In 
November 1998, the government launched new partnership projects for 
disaffected 14 to 17-year-olds. These projects bring together schools and local 
organisations in work-related activities, as illustrated in the Thirty-Nine Steps 
Initiative (see Case study 2 below). 

The partnership concept has been further developed by the Education Action 
Zones initiative launched by the government in 1998. Partnerships of local educa- 
tion authorities, parents, businesses and Training and Enterprise Councils have 
been invited to bid for funds for innovative projects that will yield higher levels of 
achievement and increase students’ motivation levels. Projects can include spe- 
cialist schools (for example, in the arts, languages or technology), literacy summer 
schools, family learning schemes and work-related learning. The first 12 zones 
started work in September 1998 with a further 13 in january 1999. 

An Action Plan for the Inner Cities was launched in 1999, emphasising the 
importance of developing the aptitudes and abilities of all students, not least the 
very able and talented. It is argued that "An inner-city location does not justify low 
standards and aspirations among teachers, pupils or parents”. 

The government is paying much attention to 1CT and several new technology ini- 
tiatives intended to modernise teaching methods should make learning in schools 
and colleges more attractive and motivating. They include: the Superhighway (pro- 
viding on-line interactive databases, video-conferencing and access to learning 
resources) and the National Grid for Learning (a network of resources centres includ- 
ing public libraries, local education authorities and schools and colleges). 



"Only a quarter of English adults describe themselves as current learners and one in 
three has taken no part in education or training since leaving school." 

" The training for curriculum support assistants has had a demonstrable impact on pupil 
motivation and achievement." 
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Study sites 



Case study No. 1 




Project: 
Location: 
Starting date: 



Training programme for special needs assistants (SNAPT) 

Barnsley, south Yorkshire 

1997 




The motivation and attainment levels of children with special educational needs have 
^ improved thanks to an innovative training programme for teaching support staff 




This programme is administered by the local education authority in Barnsley, 
a large industrial town in the north of England. The local economy has suffered 
from the collapse of the coal-mining industry and unemployment is high. Barnsley 
is also handicapped by a low skills base because of the previous reliance on tradi- 
tional industries. Attainment levels in the town are far lower than the English aver- 
age and there are much higher levels of identified special educational needs, 
disaffection and absenteeism. 

Barnsley tries to offer places in mainstream schools - rather than special 
schools - to children who have been assessed as having special educational 
needs. Following psychological assessment, a statement of the special support 
and facilities that will be required by these children to benefit optimally from 
school is provided. Hence, the phrase "statemented pupils” is sometimes used to 
describe these children. In general, they are assigned adult support in the form of 
a special needs assistant or a curriculum support assistant (CSA), who works with 
them in the classroom. A training programme for CSAs provides the focus for this 
case study. The SNAPT programme was designed not only to provide specialised 
training for these assistants but ultimately to improve the motivation and achieve- 
ment of the pupils with whom they worked. The programme started in 
January 1997. It was developed by Sue Baskind, an educational psychologist with 
Barnsley Education Authority, as part of her doctoral studies. 

The programme aims to: 

• Provide assistants with the skills and knowledge necessary to work more 
effectively with pupils who have learning and/or behavioural difficulties. 

• Enable assistants to work more effectively with teachers who have pupils 
who are experiencing such difficulties. 

• Provide a nationally-recognised accreditation programme of training for 
classroom assistants. 

• Encourage assistants to enhance their general level of education and 
identify and pursue specialised areas of professional interest. 
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The project has had a demonstrable impact on pupil motivation and achieve- 
ment arising from the training. It illustrates how measures aimed at raising the 
self-esteem of adults can help children from the same community. 

Kirk Balk Secondary, a comprehensive school with about 1 000 pupils, is one of 
the schools involved in the training programme. The percentage of pupils with 
statements of special needs is twice the national average (5 per cent compared with 
2.4 per cent). There are 15 CSAs in Kirk Balk and it was clear from talking to the 
assistants, the teachers and the school management, that the training programme 
had had wide-ranging benefits. The reading and comprehension ages of the chil- 
dren who were supported by the CSAs who had taken the SNAPT course had been 
appreciably enhanced in comparison with pupils whose assistants had not received 
the training. The trained CSAs were operating at a higher level than one would nor- 
mally expect from such staff. For example, individual CSAs had specialised in partic- 
ular areas of the curriculum and, in collaboration with the subject teachers, had 
prepared differentiated programmes for the children under their care. 

In one of the lessons that was observed, a CSA was assisting four pupils, and 
her responsiveness and understanding of their needs was impressive. In another 
class a group of pupils with very low communication and intellectual skills gave a 
presentation that suggested they had a healthy degree of self-esteem and motiva- 
tion. The social and interpersonal skills of these pupils appear to have been 
enhanced by the work they are doing, and the CSAs have played an important 
part in their development. The usual performance indicators, such as GCSE results 
(GCSE is the examination that English pupils take at 16), would have been inap- 
propriate for these pupils. However, they had worked towards the Award Scheme 
Development and Accreditation Network (ASDAN) award and were proud of the 
certificates and achievements in their portfolios. They clearly had an understand- 
ing of the tasks they had undertaken and demonstrated a palpable sense of 
involvement and commitment. 



Case study No. 2 
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Project : 
Location : 
Starting date : 



The Thirty-Nine Steps Initiative 
Chesterfield, Derbyshire 
September 1998 





A work-experience project has enabled a group of local employers to establish an unusually 
close bond with teenagers who have little or no interest inconventional schooling 




This project is run by Derbyshire Education Authority, North Derbyshire Train- 
ing and Enterprise Council and Derbyshire Chamber of Commerce. It is one of 
21 action-research projects that the Department for Education and Employment 
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has funded. The projects are spread across England, from Devon in the Southwest 
to York in the Northeast, but the common aim is to provide a work-related programme 
for 14 to 16-year-olds that will improve their motivation and achievement. These 
projects are currently being evaluated to assess whether they are transferable to a 
larger number of pupils. 

The Thirty-Nine Steps initiative is a two-year programme for 20 disaffected 
pupils. In the first year, they spend 39 days with staff at the Chamber of Commerce, 
and in the second, a further two days a week with employers. 

The project has been conceived as a five-stage developmental process. The 
model is designed to improve pupils’ motivation and attitude by developing spe- 
cific basic skills, building personal confidence and commitment, and raising 
awareness, knowledge and understanding of the world of work through direct 
experience. 

The other key objectives are to: 

• Provide each 1 3-year-old with an additional careers interview and detailed plan 
(discussed and agreed with pupil and parents) which safeguards the pupil's 
entitlement to breadth, balance, equality of opportunity and progression from 
the ages of 1 4 to 19. 

• Offer a comprehensive programme of induction and preparation tailored to 
meet each pupil’s needs and identify for each pupil a named mentor in the 
work-place. 

• Create opportunities to strengthen basic skills and develop the key skills of 
application of number, communication and information technology. 

• Ensure that in-school and out-of-school curriculum experiences complement 
each other. 

• See that out-of-school programmes contribute to accredited qualifications. 

• Monitor each pupil’s attendance, progress and achievements and provide 
them with feed-back each term. 

• Identify the research, processes and activities that contribute to raising individual 
pupil achievement. 

Ten pupils have been selected from each of two local secondary schools to par- 
ticipate in the project. We met seven of these pupils - from Parkside Community 
School in Chesterfield - and discussed the project with them. While they appeared 
to be quite alienated from school and from society, they clearly enjoy being 
involved in the project. They have developed an exceptionally good relationship 
with the project co-ordinators in the Chamber of Commerce who have provided a 
great deal of support for individual pupils. The project emphasises the develop- 
ment of personal and social skills, and courses on drug-awareness, smoking, sex 
education, and team-building are among its most important elements. In addition, 18 U 
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skills in lifting and handling, health and safety, and fire safety are developed, and 
ultimately certificated. 

However, one might question the extent to which the project is integrated into 
their schooling experience. They are withdrawn for one day a week from their nor- 
mal lessons and this causes some discontinuity. These concerns have been identi- 
fied by the two evaluators from Sheffield University and will no doubt be 
addressed. As is often the case, the project’s apparent success owes a lot to the 
exceptional dedication and commitment of the staff involved who take a personal 
interest in each of the participants and provide support and counselling. It is too 
early to tell whether the project has helped to raise achievement levels. But even 
if it has not, other indicators should be considered: for example, a greater willing- 
ness to communicate with adults, the development of independence and 
self-esteem, and the ability to take relevant decisions and to act responsibly. 

The close relationship between these young people and the staff of the Cham- 
ber of Commerce was certainly impressive. The role of the chamber in supporting 
training initiatives seemed to be atypical of chambers of commerce generally, but 
was praiseworthy and relevant. The chamber employs a number of full-time staff 
and operates from a fine building in Chesterfield that has its own training work- 
shops and a cafeteria where the food is prepared by catering students. It also 
organises off-site training courses, and because of its close links with local 
employers, the chamber is particularly well placed to arrange work-placements. 

Other pupils in the school consequently envied the 10 who had been chosen 
for the project and many pupils have expressed an interest in participating next 
year. One wonders, however, whether work placements that involve the Chamber 
of Commerce might not be offered to every pupil in schools such as this. The 
removal of a few pupils for one-fifth of the school programme without making any 
arrangements to compensate them for these lost lessons is a matter of some con- 
cern and is likely to be reflected in their academic results. It might also be useful if 
the staff of the school we visited were more integrally involved with the project. 
Closer links between Chamber of Commerce representatives and school staff, par- 
ticularly those involved in personal, social and health education and counseling 
programmes, could also pay dividends. 
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Case study No. 3 




Institution: 



Location : 



The Edgware School 
London borough of Barnet 




Starting date: 1997 




The new head of a school that appeared to be sliding towards disaster has set challenging 
goals for students and staff. His efforts seem to be having the desired effects 




The Edgware School is situated in Barnet, a north London borough that is eco- 
nomically and ethnically diverse. Barnet has a school-age population of 47 500 and 
operates a mixture of selective and comprehensive schools. The Edgware School 
draws its pupils from neighbourhoods that are characterised by high levels of 
unemployment, poverty, poor housing and social deprivation. The school is an 1 1 
to 18, co-educational and multi-cultural secondary. It is non-selective and at the 
time of the OECD visit had 1 014 pupils on roll. Almost half of them (46 percent) 
are designated as having special educational needs, and the same percentage are 
from poorer families who are entitled to free school meals. Just over a third of 
pupils (35 per cent) have English as a second language and they speak no fewer 
than 51 languages at home. In 1997, attendance levels had fallen below 85 per 
cent. The proportion of students gaining five or more higher-grade GCSEs (the 
national examination taken by 16-year-olds) had declined from 33 per cent in 1994 
to 14 per cent in 1997. The school was at the bottom of the borough league table 
for examination results and was the ninth worst secondary in the country in tables 
comparing improvement/decline between 1994 and 1997. 

In September 1997, a new head teacher was appointed and immediately intro- 
duced a strategy of improvement and change. These changes took place within 
the policy context of the UK government’s White Paper, Excellence for Schools, and 
also within the borough’s corporate plan for 1998-2002. This committed the bor- 
ough to improving standards in education for all its children. 

The school’s new strategy involved: 

• Setting expectations for staff, students and parents. Clear targets were drawn up for 
subject areas and new thinking encouraged. 

• Symbolic improvement. This included changing the name of the school, imple- 
menting a GBP 120 000 redecoration and refurbishment programme and 
rewriting the school brochure. 

• Vision. The head teacher gave pupils and staff a clear and realistic vision of 
what the future could hold and how it could be achieved. 

• Evidence collection. Barnet Education Authority was asked to review the 
school’s curriculum, attendance and finances. The evidence gathered 



1 87 1 



J 




© OECD 2000 



Motivating Students for Lifelong Learning 



formed the basis of school-development planning. Evidence on pupil 
progress was also systematically collected and deployed. 

• Line management. Structures were established with clear responsibilities. 

• Self-review. A policy of self-review for students and teachers was introduced 
in partnership with the local authority. 

• Coalition for change. The head teacher set about creating a group of those 
involved in the school - teachers, parents and governors - who were pre- 
pared to push change forward. 

• Target-setting. A programme of interviews and mentoring was established for 
all year 10 and 1 1 students. 

The head teacher invited Dr. Elizabeth Leo from the Institute of Education, 
University of London, to assist at some of the sessions with students at which 
expectations were raised and goals were set. The head teacher was already familiar 
with the literature on school improvement and is currently reading for a doctoral 
degree at the Institute of Education. 

Outcomes to date 

Between 1997 and 1999, a number of identifiable improvements occurred. By 
the end of the first year: 

• The proportion of pupils gaining five or more good GCSEs (A* to C) had 
improved from 14 per cent to 28 per cent. 

• Attendance levels had risen from 80 per cent to 9 1 per cent. 

• Literacy standards in year 7(11 and 1 2-year-olds) had improved by 50 per cent. 

• The average points totals gained by A-level exam candidates (18-year-olds) 
had increased by more than 50 per cent. 

Interviews with students, particularly higher-achieving 18-year-olds, indicated 
that they appreciated the new challenges that were set for them. They said that 
teachers now had higher expectations of them, and that they worked harder to 
achieve these goals. They spoke positively about the individual interviews and 
review meetings that they had been offered. They suggested that their self- 
esteem had increased as a result of these exercises and that this was reflected in 
their GCSE results. Attendance rates have improved and exclusion rates have 
fallen. In 1995-96, 135 students were excluded either permanently or temporarily 
for breaching school rules, and this rose to 163 in 1996-97. In 1997-98 that number 
fell to 70 and it was expected to drop to below 60 during 1998-99. 

Some of the teachers also appeared to be excited and motivated by the new 
approach and spoke positively about the changes. However, the new approach 
resulted in a large exodus of staff, some of them long-serving teachers, at the end 
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of the 1997-98 school year. About 20 of the 60 full-time-equivalent teachers chose 
to leave and the school has had to search hard to ensure that quality replace- 
ments were found. It is impossible to judge whether the entire teaching staff have 
bought into the new culture of school improvement but they are co-operating with 
the measures taken. 

The head teacher’s overall achievement in only two years is impressive. It 
will be interesting to see whether this improvement can be sustained during the 
coming years. 



* * * 



Innovation and effectiveness 

Each of the projects visited is effective in its own way. Each has strengths and 
areas where further development might occur. It is also interesting that universi- 
ties provided back-up for each of the projects. These initiatives had been care- 
fully planned and developed; their goals were clearly defined and the results 
were being rigorously evaluated. 

Given the national emphasis on product and outcomes in education, it is not 
surprising that each project emphasised academic achievement. It might be 
argued that this received too much attention. However, it is notoriously difficult to 
measure motivation and it will be many years before anyone can say whether 
these projects improve attitudes to learning or encourage their participants to 
engage in lifelong learning. Even so, there is some preliminary evidence that the 
self-esteem of the young people involved has been raised. Their behaviour also 
seems to be more positive and they appear more co-operative. They understand 
the importance of working with their peers in a constructive and non-aggressive 
way. The use of portfolio assessment with the special needs pupils in Barnsley 
and the accumulation of certification in areas such as health and safety and first 
aid in Derbyshire are examples of how demotivated young people can sometimes 
respond to continuous and formative assessment that provides more immediate 
recognition of success. 

In all three projects there was considerable emphasis on the pupil as an indi- 
vidual. In Derbyshire, the emphasis on individual counselling by Chamber of 
Commerce staff had encouraged pupils to stay with the programme and had 
apparently raised their self-esteem and motivation levels. _^J 
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All three projects were characterised by exceptional commitment and involve- 
ment of staff. In fact, the project leaders may find it hard to sustain their current 
workloads. Some questions might therefore be raised about the long-term sus- 
tainability and generalisability of these approaches, although much of the 
workload may become routine after the initial set-up period. 

The academic goals of the projects are another concern. Where pupils’ aca- 
demic performance is being measured, it should be compared with their own pre- 
vious performance and not always against those of their peers or a national 
average. The staff involved in these projects are well aware of these distinctions 
but sometimes appear to be pressured by national requirements. It would be a pity 
if the apparent successes of these projects, in terms of personal and social develop- 
ment, were unrecognised simply because academic performance indicators showed 
little improvement - not that this is likely to be the case. 
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How to engage and maintain teenagers’ interest in school "work"? 

Young children rarely lack curiosity, but as they enter the teenage years their , 

appetite for learning often appears to shrink. Many eventually drop out before 1 
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make the minimum effort. They are present in body, but not in mind. 1 

Such problems are generally associated with Western countries but even Japan 

and Korea, two of the most academically successful Pacific Rim nations, { 

are not immune. These figures take on new significance in an era when one , 

of the essential survival tools for individuals - and nations - is a willingness 

to learn and re-learn. i 

What can governments and education systems do to inculcate the "zest for 
learning" that young people will need if they are to thrive in 21st-century 
post-industrial societies? This is one of the key questions which is addressed 
in this review of eight countries offering innovative schemes that appear to be 
developing the skills and attitudes necessary for lifelong learning. ' 
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